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Abstract
This study of nine Catholic girls’ schools attempts to show the 
reciprocal relations which exist among certain key variables defining the 
sixth-former’s experience of her school environment* A number of Catholic 
girls’ schools were selected to allow for the greatest variety of teaching 
congregation, school organization, locality and social background. For 
560 sixth-form students data were collected on parental social class and 
religion, their perceptions of the ideal goals of the Catholic school, 
attitudes to school generally, leisure activities, religious outcomes and 
examination performance. From 223 staff members in the same schools, data 
were collected on their perceptions of the schools. .The data were 
analysed in two distinct stages. At the first stage, McQuitty linkage 
checked by principal components analysis was used to form scales from 
the various questionnaires; at the second stage, McQuitty hierarchical 
linkage analysis checked by factor analysis was employed to inter-relate 
the scales formed at the first stage of the analysis. The second stage 
of the data analysis culminated in the formation of a model, v/hich is the 
graphical representation of the relationships among the key variables.
On student data four clearly defined elements were identified: the 
Students’ School Environment (School climate), Ideals and Cultural 
Activities, Religious Outcomes and Examination Achievement; the model 
shows the relationships within and between the various elements. The 
findings suggest that Multi-Order organization makes important differences 
to staff but not to students’ perceptions of the school, that Parental 
and School S.E.S. are negatively correlated with students’ Goal 
Satisfaction and Morale and that Parental Religion has important influences 
on students’ religious outcomes, though the school does appear to be making 
a contribution independent of the home. The consistent two-way 
relationships between achievement in religious education and in 
examinations/general education is compatible with the proposition 
that religious education can only succeed if general education 
succeeds. The consistent two-way relationship between achievement 
in religious oducation and school climate is compatible with the 
proposition that the content of religious education is mediated as 
much by procedures, teachers’ attitudes and personal relationships 
as by the curriculum of Christian Doctrine.
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INTRODUCTION 
Nature, and Purpose of the Study
Introduction
NATURE AND PURPOSE OF THE STUDY
About one hundred years ago this year, the Catholic Bishops of 
Australia reluctantly and uncertainly decided to maintain a separate school 
system for Catholic children. Reluctantly, because the decision meant the 
withdrawal of government money from the support of their schools - and the 
Irish Catholics were among the poorest in the colony; uncertainly, because 
many of the clergy end most of the laity were either actively opposed to 
separate schools or simply apathetic. The decision, however, was made only 
after it became clear to the Bishops during the sixties that further 
compromise would be a betrayal of Catholic principles. (Fogarty, 1958*)
While the reasons for the establishment of the separate Catholic 
school system are very complex and have to be understood against the whole 
political, social and religious background of the second half of the 
nineteenth century, two quite clear principles appear to have activated the 
Bishops in their final decision. In the first place they insisted that the 
right to give religious instruction was "inherent in the episcopal office" 
and in the second place they insisted that education was a unity, and 
therefore that religious instruction could not properly be separated from 
instruction in secular subjects. For the Bishops, education was not a 
"thing of mechanism" that could be "put together bit by bit", a little 
"morsel of religious instruction here and of secular instruction there", 
like "separate parcels with as little reciprocal action as have two books 
on the shelves of a library". On the contrary, education (and this for 
the Bishops meant Christian education) was a "thing of life" with mutual 
influence and interpenetration between the parts. As Archbishop Polding 
repeatedly pointed out, not only the subjects taught, but the teacher and 
his faith, the rules and practices of the school day, all combined to 
produce the result which the Church understands to be Christian
These quotations are taken from the Pastoral Letter of the 1862 
Provincial Synod. The same idea was expressed by the Anglican 
Bishop of Brisbane, Bishop Tufnell in 1875« "I contend that 
education is a single act - that we cannot separate the religious 
from the secular elements that the good teacher, who enjoys the 
confidence of his children must ever unconsciously give a 
religious colouring to the teaching he imparts." Quoted by 
R. Fogarty (1958), p.188.
education. (Polding, 1859«)
In their efforts to provide this ’unity" of Christian education, 
the Bishops depended on religious congregations of Sisters and Brothers ?/ho 
conducted the schools, provided both the religious.and secular instruction 
and who would, in the theory of the Bishops anyway, provide by various 
means a total Christian education. Whether the theory was ever realized 
or even realizable is beside the point here. What is of importance is that 
from the beginning, the Catholic school was seen as a place to provide 
religious education in an atmosphere of general Christian culture, where 
secular instruction was "interpenetrated" by Christian doctrine, where the 
community of faith between teachers and taught was essential and where the 
whole organization of the school reflected its religious goals.
In the hundred years since the Bishops’ decision was taken, vast 
changes have taken place in Australian society, and these changes are 
reflected in the Catholic schools. My central concern in this study is to 
discover how integral is religious education to the whole culture of the 
Catholic school for the contemporary sixth-form girl. The contemporary 
Catholic sixth-form girl is seen as exemplifying in her expectations, 
attitudes, values and performance, many features of current Australian life 
generally, and Catholic life in particular. For such a girl, what does the 
"unity” of education mean? Is the original hope of interpenetration of 
doctrine and school life possible now, when the school has taken on such 
a vastly different character?
Relevant Research Findings on School Climate.
To get at this central question, I want to look briefly at some of
y  y  y
the recent research on the climate or culture or tone of educational 
institutions. There has been a considerable amount of such research in the 
past twenty years and I intend to select certain points from that research, 
relevant to my purpose. In order the points are: the concept of school 
climate, the methods of measuring it, the effect of school climate on 
student behaviour, and finally some contributing factors to school climate.
In the first place, though the concept of climate or tone is a vague
* Archbishop Vaughan, Polding’s successor-in Sydney makes the
same points with even greater vehemence, in his six Pastoral 
Letters during 1879«
*•*
Because the student is generally the unit of study, I have 
used singular number rather than plural; 'occasionally, however, 
ordinary English usage demands the plural, and I have not 
hesitated to use the plural number.
*** I use these words synonymously throughout the study.
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one, there is a general agreement that there is such a thing, and that it 
can be measured. In an official document, the Education Department of New 
South Wales defines tone or climate as "the atmosphere, the sum total of 
relationships and behaviour patterns - the dynamics - of all the people 
involved in a school as they relate to and affect the purposes of the 
school.”* I intend to take this definition as a starting point for my 
discussion, though I prefer to call it a description rather than a 
definition.
Attempts to measure tone or climate have generally concentrated on 
defining and/or relating ’strategic” variables. Pace and Stern (l958) who 
pioneered the measurement of academic environments in the United States, 
measured what they called "environmental press”, and made this synonymous 
with the atmosphere or ethos or climate of the institutions. For these 
writers, "press” is reflected in the characteristic pressures, stresses, 
rewards, conformity-demanding influences of the institutions. Halpin and 
Croft (1963) attempted to "map the domain” of the school organizational 
climate by finding eight dimensions of staff and principal behaviour.
Chein (1964) mapped what he called the ’cultural terrain” of the potential 
delinquent by finding linkages between the eighth grade boy's attitudes 
(to drugs and to the police), values (the life style he admired), certain 
information or misinformation about drugs and certain characteristics of 
his home background.
The climate of a school, however, is rarely studied for its own sake, 
and there is a good deal of evidence to suggest that the climate of a 
school is important in shaping the educational aspirations, values and 
achievements of individual students.** Coleman (l96l), for instance, 
measures student "value climates" and shows that in schools where 
achievement is highly valued, the "elites" are more likely to have high 
grades than in schools where achievement is not emphasized. McDill and 
others (1967), using data from both staff and students, show that school 
environments stressing intellectual values, achievement and competition are 
conducive to high achievement by students. Hargreaves (1967), on the 
other hand, shows that the climate of a school can actually deter 
intellectual achievement.
'Hie climate of a school, however, is obviously modified by many 
factors, some of which are external to the school. As Backman and Secord 
(l968) point out, two main contributing factors to school climate are the 
nature of the school itself and the attributes of entering students. (There
* Department of Education, New South Wales. Notes on Administration,
1966, p. 145.
** Besides Coleman, McDill, Hargreaves. I refer also to the work of Hyman 
(1953), Peaker (1966), Watson (1967), Stern (1970), Campbell (l97l), 
Keeves (1972).
is no suggestion of course that these factors are completely independent of 
each other.) Under "nature of the school” the authors include the goals, the 
authority system, the administrative policies and the quality of the staff; 
however, as the research literature suggests, the size of the school as well 
as the general facilities of library and equipment are also important.
Under "attributes of entering students", the authors include the age 
and sex of the students, their varying abilities and the values and 
aspirations they bring to the school in virtue of their previous experience, 
their family residential and social class background. As Burton Clark(l963) 
shows in his study of a junior college, the expectations of entering students 
are able to modify radically the administrative policies of the staff.
Outline of the Study.
The relevance of the above discussion is fairly obvious. I am 
concerned with building up an accurate account of the climate of the 
contemporary sixth-form Catholic girls’ school, and in particular with 
discovering what part religious education plays in the student’s experiences 
of the Catholic school. Towards this end I have selected certain strategic 
variables (student aspirations and values, student perceptions of the school 
as well as religious and examination performance) and from data collected 
from 5^0 sixth-form girls in nine Catholic schools, I have attempted to 
measure these strategic variables and then to interrelate them.
This task of measuring and.interrelating strategic variables is 
carried out in two distinct stages, and with statistical techniques 
appropriate to my purpose. These two stagas of the analysis will be 
constantly referred to in the course of this stu$y as Stage I Analysis: the 
selection and measurement of strategic variables, and Stage II Analysis: the 
interrelating of strategic variables.
The research literature also discusses some contributing factors to 
school climate and in particular isolates the nature of the institution 
itself and the attributes of entering students; these research findings are 
relevant for my purpose. There have been radical changes in the nature of 
Catholic -schools and in the attributes of Catholic students, and I am 
assuming that these changes are modifying the climate of the Catholic 
school in important ways, and that therefore they should be considered.
In the last twenty years, the number of students in Catholic 
secondary schools has more than doubled, and the number at senior levels of 
the school has trebled. This has meant a vast reorganization of Catholic
4-
* I refer to the work of Lynn (1959)> Barker et al, (1964)» 
Carlson (1964)»Herriot et al.(l966).
5.
schools, only some aspects of which need be mentioned here. Jn the first 
place it has involved the large scale employment of lay staff, sp that now 
at least half of the staff in secondary schools are lay teachers, whereas 
twenty years ago the proportion was about 5i0». In the second place there has 
been a rationalization of existing structures, the closure of many small 
schools^ for instance, and the building up of some existing schools to make 
them viable educational units. This latter course has generally meant a 
transfer in ownership; where previously such schools were owned and 
administered by a particular religious congregation, now they are owned and 
administered, at least in part, by the local diocesan Catholic Education 
Office. Finally, as the diocese has undertaken more responsibility for 
secondary education, it has initiated new structures altogether; the 
establishment of what I have called the multi-order school is one example. 
Where individual orders or congregations were manifestly unable to provide 
sufficient personnel for an adequate high school, several congregations have 
joined, together to staff a school - usually at the behest of the local 
Bishop, and not without serious opposition from within the religious 
congregations.
As well as these developments in the administrative structures of
Catholic schools, there have been changes in student personnels students
are older now in the final year, they are examination oriented and have
greater expectations of their schools because of general affluence and high
regard for schooling in the community. These factors are obviously
modifying the climate of the present schools. I have laboured those points
somewhat in order to highlight the actual plan of this study. On the one
hand I have what might be called the cultural aspect of my study of school
environments the attempt to define, measure and then inter-relate the
strategic variables in the student’s world within the school situation. On
-x-
the other hand I have what might be called the structural aspect of the 
studys an examination of the administrative patterns of Catholic schools 
and the student personnel, and because the latter is the more obvious I 
begin with it. The general plan of the study is as followss
A. STRUCTURAL ASPECT OF SCHOOL ENVIROMMT.
1. Changing administrative policies of Catholic girls’ schools.
2. Changing student clientele in sixth-form.
* I have selected the word "structural” because I want to convey 
the idea of something beyond the control of the people actually 
in the schools. The word "external" does not carry the notion 
of historical and administrative changes that I want to convey.
I realize that this is a special use of the word.
6B. CULTURAL ASPECT OF SCHOOL ENVIRONMENT.
1. Stage I Analysis: Selecting and measuring strategic variables.
2. Stage II Analysis: Inter-relating strategic variables.
The two aspects of the study are inextricably linked, but they may be 
distinguished for purposes of analysis. Each aspect of the study has its 
own appropriate questions, and these questions are set down in the 
following paragrajjhB.
A: Structural Aspect of School Environment.
1. What is the nature of the Catholic school generally and of the nine 
schools in particular?
2. What are the characteristics of presenting students? Who gets to a 
sixth-form Catholic girls’ school?
Each of these may be divided into a number of subsidiary questions. The 
’nature" of the Catholic school for instance entails a discussion of the 
original goals of the Catholic school in Australia, and the original 
administrative policies. Then it involves a discussion of some of the 
important changes in administrative policies with special reference to the 
emergence of the regional and multi-order regional high schools, and the 
large scale employment of lay staff and the problems this entails - not only 
for the Directors of Catholic Education but also for lay teachers themselves, 
working in a "system" where there is no career structure for them. Finally 
it involves a brief discussion of the present schools in the study: the 
principals, the quality of staff and their length of tenure. Questions of 
staff morale and staff perceptions of the school are discussed under the 
cultural aspect of school environment.
The question on the characteristics of present students involves a 
detailed study of the parental background of the student: the father's 
occupation, the parents' education, the type of school the parents attended, 
the religion and religious practice of the parents, the number of children 
in the family, the journals taken, and the attitude to school fees. It also 
involves an examination of a number of factors such as the student's 
previous schooling experiences, the length of time spent in her present 
school, the number of students in sixth-form and the school j each of these 
could have important influences on the way the student perceives her present 
school. Finally the question involves some discussion of the general 
socio-economic context of the school as distinct from the individual 
student. Each school has daughters from professional and managerial homes, 
but a school which has 80$ of students from such homes is obviously 
different from one where only 20$ have professional/managerial fathers.
If I may anticipate, the four variables in the Structural Aspect of 
School Environment which are important in my final analysis are;
. multi-order/single-order organization,
socio-economic background of the individual student, 
socio-economic background of the school.
. religiosity of parents.
My reasons for concentrating on these variables are explained in Chapters 1,
2 and 3.
B: Cultural Aspect of School Environment.
As already indicated there are two distinct stages in building up 
the account of the student’s experience of the school environment. At the 
first stage, I am concerned with measuring certain dimensions in the 
student’s environment; at the second stage I am concerned with linking 
these various dimensions. Each stage of the analysis has its own sets of 
questions•
Stage I : Questions.
1. What are the student’s goals for the Catholic school? How do her goals 
compare with those of the official Church or her teachers? How integral 
are her religious education goals to her goal system generally? How do 
the student’s ideal goals compare with what she thinks are the school’s 
actual goals?
2. What are the student's perceptions of the principal and the staff, the 
discipline and the examination system? What is her involvement in 
school activities? H ot/ do the student's perceptions of the school 
compare with those of the staff?
3* What are the religious outcomes of the student? How far do her 
understanding of doctrine, her religious practice, her moral and 
religious values reflect the religious education goals of the school?
4« What are the actual examination achievement of these Catholic girls?
How well do they perform in the Higher School Certificate? How many of 
them secure Commonwealth Scholarships at the end of their school 
career? How does their performance compare with that of sixth-form 
students generally?
Stage II : Questions.
1• What are the relationships between the various dimensions of the 
environment, between staff and student morale for instance, between 
student morale and religious outcomes, between religious outcomes and 
examination achievement?
2. What are the characteristics of the "successful” students in Catholic 
schools, taking in turn those very high on Religious Values, Morale
■X-
and Examination Achievement? What are the characteristics of the 
unsuccessful students?
So far I have indicated that there are two distinct aspects of my 
study of school environments, one structural, dealing with changes in 
organization and in staff and student personnel, one cultural, dealing 
with a two stage analysis of certain dimensions in the student environment. 
The two aspects of the study are brought together in Part III with the 
questions; What difference does multi-order organization, the socio­
economic background of the student and of the school, or parental religion 
make to the student’s experience of and performance in the school 
environment?
After some discussion of reasons for and relevance of this study,
I take in turn the different aspects of the study. In Part I I will be 
discussing the Structural Aspect of the Students' Environment, with special 
reference to changes in administration and the characteristics of the 
present schools; in Part II I will be discussing the key concepts in the 
Cultural Aspects of Students’ Environments the concept of religious 
education and school climate. I will be relating the two concepts, 
selecting the strategic variables, and providing the theoretical basis on 
which the various staff and student questionnaires are based; I will also 
be discussing these questionnaires; the assumptions, the manner of their 
construction and giving Examples of key items. In Part III I will be 
concerned with the measurement of the strategic variables; this is 
Stage I of the Data Analysis, and involves the formation of scales from the 
various questionnaires. In Part IV I will be concerned with relating the 
strategic variables; this is Stage II of the Data Analysis and culminates 
in the construction of Model I, and a discussion of the successful and 
unsuccessful students on three key variables on the model. In Part V I 
will be attempting to summarize the general conclusions and show the 
implications of the study.
Reasons for the Study.
The investigation I have outlined is worth undertaking because the 
Catholic Church in Australia over a long period of time has sought to 
provide a specifically religious education for its members. It has
8.
* The isolation of these three variables, Morale, Religious Values 
and Examination Achievement in the Higher School Certificate, 
anticipates the three key variables in the different parts of 
my model.
expended very large resources of personnel and money to maintain its 
separate school system, and such questions as these arise: Is the effort 
worthwhile in the returns it makes? After twelve or thirteen years in the 
schools, is the student aware of the importance of religious education? Is 
it possible that the official church (through the Bishops and Directors of 
Catholic Education) has one view of the Catholic school and the student a 
different and possibly an opposing view? Is religious education possible 
if the parents and the peer group do not support it? Are some Catholic 
schools ceasing to be religious schools? And finally a question that has 
relevance for all schools: Are pressures in the current public examination 
system militating against the religious and moral effectiveness of the 
schools?
Another set of questions is also relevant. The Catholic school is 
not only concerned with religious education; it has other legitimate goals 
which in this study are defined as Liberal Education, Social Education and 
Examination Achievement. The point at issue here is not so much how 
effectively have the religious education goals been.achieved, but at what 
cost? More appropriately in the Australian context, suppose these 
"successful” religious students failed their public examinations, and lost 
any chance of "gaining the whole world"!
Personal experiences of the last ten years have highlighted the 
issues I shall be discussing, and have influenced my choice of these 
particular topics. In the first place the National Commission on Catholic 
Education revealed the quite critical state of Catholic education in this 
country. Crucial decisions have to be made in the very near future and as 
yet there is no research evidence on which to base any decisions. In the 
second place, my reading and writing in the philosophy of education have 
made clear the need to clarify the term "religious education", to establish 
criteria for "successful" religious education, and to examine institutional 
means for the transmission of religious values. Finally my teaching 
experience with sixth-form girls threw up a number of very interesting 
questions that shaped the study in an important way.
(i) The National Commission on Catholic Education, a group 
comprising Bishops, Directors, Religious teachers, lay teachers and 
parents, was set up by the Episcopal Committee on Education to advise the 
Bishops on present needs in Catholic education. Over a period of three 
years, 1969-1971,this Commission has carefully examined some aspects of 
the theory and practice of religious education in and beyond Catholic 
schools in Australia as well as the changing patterns of staffing and 
present trends in enrolment. The Report will be completed in 1972.
9-
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This is an interesting document and for my present purposes a very 
significant one. It manifests quite clearly some of the changes in the 
Church’s thinking which I want to take up in a later chapter; it also 
manifests quite clearly the critical condition of Catholic schools in 
Australia at the present time, and the fact that 1970-1971 might well be a 
turning point in their history. On the one hand, while the Catholic school 
is still the preferred means of religious education, and there is no serious 
questioning of this official view, the present near exhaustion of resources 
makes it clear that the Church’s official policy is no longer realizable.
In spite of expansion of absolute numbers, the percentage of all 
school pupils enrolled in Catholic schools is progressively declining at a 
time when the number of Catholics in the school-going group is increasing 
more rapidly than that of any other religious group. There is evidence, 
too, that in the period 1965-1971» there has been a more marked decline in 
the growth rate.of numbers of pupils in Catholic schools than in any 
previous period, and that at least 40$ of Catholic children are now
*
outside of Catholic schools. Some of the reasons for the decline in 
growth.rate have to do with fairly universal social trends: more Catholic 
pupils, increasing demand from more pupils for more education, higher 
standards in teacher education and school organization, a decrease in the 
number of religious Sisters and Brothers, who were able to maintain the 
system hitherto at reasonable costs to.parents, and a corresponding 
increase in the number of lay teachers, who by now are receiving salaries 
nearly equal to those of teachers in State schools. Despite financial aid 
from Commonwealth and State governments since 1963, the Catholic school 
system has practically ceased to expand, and for the first time sin-^e the 
separate system was introduced, the Church faces the possibility of more 
than half of the Catholic school population being educated beyond Catholic 
schools, at least by 1980. The Church needs to know among other things 
how effective the schools are now, and who is most likely to benefit from 
Catholic schools.
(ii) In an earlier essay I set out at some length some of the 
philosophical and theological issues involved in the establishment of the 
State and Catholic school systems in Australia (Raphael Leavey, 1963)« My 
thesis was that within the two systems, there were radically different 
views on questions like the nature of knowledge, of reality, the existence
I have set out the detailed evidence for the statements in 
this paragraph in Appendix 1.
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of God, the idea of the person and of the lav?; for evidence I drew on the 
educationalists, the writers, the culture heroes and politician© in vhat 
might be called the Secular Liberal and Catholic traditions in Australian 
history. (There was never any suggestions that either tradition was 
carefully articulated at a philosophical level or that the presence of two 
traditions made two school systems inevitable.) I assumed then that 
questions like the above, on the nature of knowledge and the existence of 
God, are necessary though not the only components in any theory of 
education. While the evidence to support my thesis vi as put forward 
tentatively, and the assumption not defended, I still hold both the thesis 
and the assumption, though recent historical and philosophical writing 
would modify my discussion of them.
Towards the end of that essay I pointed to the "vacuum" in the 
philosophy of Australian education and the failure of both groups, Secular 
Liberal and Catholic, to develop an adequate theory of education in the 
period since the two systems were established. In a later article 
(Raphael, 1966) I attempted to show the distinction between technical and 
popular philosphy, the relevance of philosophy for educational theory, the 
general developments in philosophy of education overseas and in Australia 
and then suggested some of the reasons why the Catholic schools in 
particular had not developed a coherent theory of education. Now in this 
essay I want to examine the concept of religious education in some detail, 
to discover if possible what the concept can mean, what it does mean to 
studants* to relate the student’s perception of religious education goals 
to other aspects of her school experience, and finally to establish if 
possible some tentative criteria for evaluating the "success" of 
religious education.
(iii) The third experience to shape this study v/as as a practising 
te^xher. In 1968 I taught Level I English and Christian Doctrine to a 
group of eighteen sixth-form students, in a ne?/ multi-order high school in 
New South Wales. If the Higher School Examination results in English are 
any criterion, they were very able and successful students since all of 
them secured First Level passes in the subsequent external examination. 
English classes ?/ere rather relaxed seminar-type lessons for the most part, 
and students had the time, interest and energy to read widely beyond the 
set texts, to do some creative writing, to avail themselves of the tapes
The apparent discrepancies in my name are due to the fact that 
before 1969 I used my name as a member of a religious 
congregation: Sr. Mary Raphael; Since 1969 1 have reverted 
to my family name: Margaret Carmel Leavey.
and records possessed by the school, and to discuss freely their problems 
with the course. Classes seemed to be enjoyable for the students as well 
as for me, and I could not help being aware of their enthusiasm for the 
subject. Class attendance was optional, bat except on rare occasions,.the 
whole class assembled, and on some occasions when I was late or absent, 
the students conducted the class themselves. They had chosen the texts 
from the list of approved texts from the Department of Education and in that 
particular year studied plays like King Lear, Othello, The Crucible and 
Waiting for.Godot, selected poetry from writers as diverse as Chaucer,
Donne, Pope, Hopkins and Eliot, and novels like Bama, Huckleberry Finn,
The Power and the Glory and Voss. Religious and moral issues abound in 
these texts, and discussion of these was pursued with great animation, 
sometimes long after the bell had ended the day’s classes.
Christian Doctrine with the same class was a dismal contrast.
Where English classes brought live participation and interest, Christian 
Doctrine classes were exercises in glum endurance for both teacher and 
pupils. Where the English course was structured, certain texts "given" by 
some external authority, and short term goals defined by the English 
examination in the Higher School Certificate, the Christian Doctrine classes 
had no structure, no set texts to be "appreciated" and no definite short 
term goal. My attempts to structure the course and to seek their 
cooperation in the choice of texts were futile. They did not particularly 
want to pursue in depth the gospel of St. John or St. Luke or the Pauline 
epistles or any of the bible for that matter. Nor were they particularly 
interested in studying the bible as an historical document. The great 
"texts" of the Christian writers past and present evoked no particular 
response except resistance. Students who were able to handle the difficult 
issues like the fusion of imagery and theme in King Lear or Voss and who 
were not particularly worried by problems of relevance in these or other 
texts, brought a different set of expectations and preoccupations to their 
Christian Doctrine classes. Almost without a.trial, they had judged their 
Christian Doctrine classes boring, irrelevant, or a waste of time, and I 
had to admit at least the possibility that they were right.
One can cope with problems of boredom or irrelevance in various 
ways, but there was a more serious problem of rapport. In English classes, 
if I had any complaint to make about the students, it was that they were 
too deferential, too respectful and not sufficiently challenging to my 
"authority" in English; many times I found myself saying ironical or 
ridiculous things to provoke a contrary opinion. In Christian Doctrine 
classes there was a subtle change; I somehow became the authority figure 
representing the official Church and the butt therefore of some of their
11ft.
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adolescent animus against institutions that curtailed their liberty.
Students who (unfortunately) did not dare to challenge my interpretation of 
a poem or a Shakespearean text, openly challenged whatever I said in 
Christian Doctrine classes, sometimes with a belligerence which threatened 
to destroy the friendly relations between us. Eventually we did establish 
some sort of a modus vivendi and took up issues of their own choice such as 
the moral imperative, the limits to freedom, the ethics of nuclear war and 
violent demonstrations, and issues of m^ r choice such as the.status of 
religious propositions, the concept of faith and the Church, and the 
purpose of Catholic schools.
There was no doubt in my mind that examination pressures on these 
students accounted for some of the resistance to Christian Doctrine classes. 
Objections to the course, on the grounds of its lack of relevance and 
interest were partly rationalizations, and they admitted this themselves 
when we eventually got round to discussing the problem. Y/hile the local 
high schools could spend the full quota of periods on their examination 
subjects, Catholic students had to ’lose" three or four periods a week to 
Christian Doctrine or School Masses. This particular objection became 
particularly acute after the May holidays when they attended a Level I 
English residential seminar for all sixth-form students in the region. At 
that seminar they became much more aware of the quality of other students 
who were competing with them for places at the University and Teachers’ 
College and immediately made a plea to reduce the number of Christian 
Doctrine periods from three to one a week.
Attempts on my part to discuss this problem with the religious staff 
proved unrewarding, and this despite the fact that staff relations were very 
good indeed. Because the school was new, and three congregations of Sisters 
were working together for the first time, the topic was potentially divisive, 
and threatened the very real harmony that existed in this new multi-order 
high school. It meant in effect that Sisters were called on (or would have 
been called on, had.I persisted) to provide a rationale for Catholic 
schooling generally, and Christian Doctrine.teaching in particular, 
acceptable to three different congregations, with very different 
theological traditions, and at a time when the rationale for Catholic 
schools and Christian Doctrine was undergoing subtle and complex changes. 
Other teachers of Christian Doctrine shared my problem, but solved it by 
opting out, or by re-defining Christian Doctrine to mean discussion of real 
life situations or religious themes in literature, or by omitting formal 
Christian Doctrine classes altogether, on the grounds that the "atmosphere" 
of the school and its general climate of relationships v/ere themselves the 
embodiment of the Christian message. These were good working solutions for
a particular situation,,and given the theologically unstrenuous milieu of 
that particular diocese, (and most dioceses for that matter), probably the 
only solutions for the time.
That particular teaching situation isolated a number of interesting 
and significant elements affecting the Church’s attempt to provide 
religious education in the context of the contemporary sixth-form school. 
There v/ere at least five such elements to.take into account: student 
opposition to Christian Doctrine teaching, the pressures of the public 
examination system, the inability of staff to meet the problem at a 
theoretical level, changes in the rationale of the Catholic school and the 
possibility that multi-order organization may have militated against an 
adequate theoretical solution. At least one other element was obviously 
important - the general cultural milieu of that particular city and the 
education and religion of the students’ parents in particular.
Two main features of the local scene were the predominance of heavy 
industry on the one hand, and its location on the coast and the consequent 
"beach culture" on the other. Most (70$) of the students in the school 
were the first generation to complete high school; Catholics in that 
particular community, for various historical and demographic reasons, tended 
to be in the lower occupational groups and in that particular class (N=70), 
61$ of the fathers were blue-collar workers. Add to this the fact that job 
opportunities for girls were very limited in the area, then the reasons for 
the importance of the r ^mination ticket become obvious. The way out and 
up was the Teachers’ College, Technical College or University scholarship 
and anything that interfered with scholarship winning potential, such as 
three periods a week on Christian Doctrine, was seen as a distraction if 
not as an outright injustice in the competition for places.
The irony in the whole situation was that this particular school
which became a valuable scholarship winner for these working class students
was set up for quite different reasons. The official Church in the area
through the Bishop, the Director and Diocesan Board of Education, after
years of negotiating with various congregations,was able to persuade the 
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Provincials that one central school would serve the area better th^.n four 
or five small units. At considerable expense to the local parishes and 
great inconvenience to the congregations concerned, the school ?;as 
established "to provide religious and secular education of the first order"
13.
"Provincial" or 'General" is the name given to the general 
superior of a religious congregation.
to students v/ho by reason of their home background were culturally and 
religiously deprived. Exactly what religious education meant to the 
Bishop of this particular diocese I am not certain, but from the tenor of 
his public addresses and remarks at meetings, I think one could say with 
confidence that for him religious education was seen as an extension of the 
Church’s general mission, that the Catholic school was the best means for 
this, and that the Catholic school’s main function was to bring its pupils 
to a knowledge and practice of their faith. All other functions of the 
school were subservient to that one.
The religious Sisters on the staff, however, had quite a different 
view of the functions of the school. For various reasons, such as secular 
University training, daily experience of the demands of the public 
examination system, the influences of Vatican Council.II on education, the 
knowledge that many of the parents neither understood, nor supported by 
their own practice, the religious goals of the schools, and the knowledge 
that at least three students in that class had ceased to practise their 
religion anyway, the Sisters defined the Catholic school in ways that 
stressed the community aspect of Christian living rather than the school’s 
role in handing on religious knowledge or in ensuring religious practice.
So while there was not complete agreement in theory among religious staff 
members, they certainly did not share the Bishop’s (understandable) 
preoccupation with the pastoral role of school, and they certainly did not 
share the students’ objectives either. All this is a drastically simple 
way of describing a complex and delicate situation, but it does raise the 
main issues which are the subject of this study.
I do not want to imply, of course, that one’s personal experiences 
are of paramount importance. It just so happens that in the almost 
complete absence of research on Australian Catholic schools, whether on 
changing goals or changing administrative patterns, the social climate or 
the effectiveness of individual schools, it has been necessary to rely 
more on personal experience than is usual in a study of this kind. It is 
not possible simply to employ in a study of the Australian school situation 
the measures, scales, and taxonomies developed in overseas studies. 
Questionnaires designed for other countries, other cultures, other school 
systems are not appropriate for Australia, at least not appropriate for 
Australian Catholic schools.
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* Some of the difficulties I encountered in attempting to use 
an overseas questionnaire are discussed in Chapter 5 .
.In the absence of any published research on Australian Catholic 
schools, and because of the difficulties inherent in applying overseas 
measures in Australian Catholic schools,I have adopted what seems to me a 
more fruitful approach to the whole study. This approach is to select from 
the literature on cultural environments of schools certain relevant findings 
as a starting point; then from personal experience of Catholic education 
in this country, to select what appear to be the key concepts and strategic 
variables in Australian Catholic schools. Whether this approach is 
fruitful or merely idiosyncratic remains to be seen.
The Relevance of the Study.
At the time of the main study (1970) Catholic secondary schools in 
New South Wales and the Australian Capital Territory were educating
*
practically one fifth of,the secondary school population. There is one 
obvious sense, therefore, in which the study is relevant; anything that 
happens to one fifth of the school population is of general interest. At 
the same time, the Catholic schools claim to have a special mandate: to 
provide religious education. This claim has been reiterated y/ith varying 
degrees of confidence and enthusiasm over a period of one hundred years or 
more, but no real attempt has been made as yet to see how successful the 
schools have been. It could well be that the official Church is naively 
optimistic in asserting the value of Catholic schools in moulding moral 
and religious attitudes when these attitudes are not supported by the 
family and the peer group. It could well be that parents are now choosing 
Catholic schools for their children for reasons other than religious 
education.
Finally there is a relevance that derives from the fact.that 
Catholic schools have many goals that are common to all schools, and hence 
an examination of the various interacting forces that help or hinder the 
promotion of any goals is likely to be of general interest. It is quite 
probable that one could learn a great deal about Australian society and 
Australian sphools by an examination in depth of any type of school. I 
would expect, for instance, that the model which I have constructed for 
the Catholic school would apply to all schools, at least in some respects.
Traditionally,in an essay of this kind one has a series of 
hypotheses to test, but I have no such hypotheses. The study is 
essentially exploratory though it could well provide hypotheses for future
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* For New South Wales, the proportion was 19*3$; for the 
Australian Capital Territory the proportion was 22.5$>• 
Cf. Schools. Department of Education and Science, 1971* 
Full details are given in Appendix 1.
study. From personal experience I expected that students’ perceptions of 
the goals of the school would be very different from those of their 
teachers, that by mid sixth-form the importance assigned to Religious 
Education by students would be considerably less than that assigned to 
Examination Achievement, that students from low socio-economic homes 
would be more favourably disposed to their schools than students from 
high socio-economic homes. In the event, all of these expectations have 
been fulfilled, but to put them forward as hypotheses would have been 
meaningless, at least in a study whose prime intention was to explore the 
student’s experience of the Catholic school.
In the initial design of this study however, there was a major 
underlying assumption. This was the notion that the Catholic school is an
*
open system, acting, on and being acted on by its external environment.
The Catholic.school, it was assumed, v/a9 not a Convent or a "total 
institution", in the sociological sense, and I expected that it would be 
open to influence from the external environment, and that there would be 
varying degrees of openness among the nine schools. Whether such an 
hypothesis was justified will become obvious in the pages ahead, where I 
examine in detail the relationships between structural and cultural aspects 
of the Catholic sixth-form girls' school environment. To the Structural 
Aspect of that environment I intend now to turn.
* I am using "open" system here in the way it is used in 
modern systems theory writing Jthe word "open" is used in 
a similar way by Karl Popper.
Part I
STRUCTURAL ASPECT OF SCHOOL ENVIRONMENT
Chapter 1 : The Administrative Structure of Catholic Schools.
Chapter 2 : The Schools of the Study: Enrolments, Staff 
Composition, Principals.
Chapter 3 : The Students: Social and Religious Background.
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THE ADMINISTRATIVE NETWORK
In this study there are nine schools, and they have certain common 
characteristics * they are Catholic and for girls only; they all have 
sixth-form classes and they are all located within the jurisdiction of the 
New South Wales Department of Education. Because the schools are Catholic, 
they are part of a complex administrative structure involving three 
distinct units : the diocese with the Bishop at its head, the parish with 
the parish priest at its head, and finally the religious congregation with 
the Provincial Superior at its head. Because the schools are for girls 
only, this means that the religious congregations involved are congregations 
of teaching Sisters.
The second common feature of the schools is that they have sixth 
form classes and prepare their students for the terminal school 
examinations, and in this case the examination is the Higher School 
Certificate. This means that the schools operate within the New South 
Wales Department of Education requirements for secondary schools in the way 
of buildings and facilities, syllabuses to be covered and the minimum
•X-
standards to be reached. The schools are open to inspection by the 
Department of Education and registration may be withdrawn if any of the 
above requirements are not met; the pward of the School Certificate 
(fourth-form) and the Higher School Certificate (sixth-form) and the 
permission to have State bursary winners in the school also depend on 
meeting these set standards. This means that the Catholic school is also 
part of a second complex administrative structure with special relationships 
to the State Education Department, the Public Examinations system and the 
Universities' requirements for matriculation.
The Schools in the Study.
Five of the schools in the study are in the metropolitan area of 
Sydney, and four are beyond it. The notion of pricing this first 
classification , Sydney/Beyond Sydney, might seem odd to anyone outside of 
New South Wales. It so happens that Sydney educates more than half the 
school population in the state of New South Wales, 60$ of its Catholic
Chapter 1.
* Cf. Secondary Schooling in Australiaf Department of Education 
and Science, Canberra, 1970, p.27»
secondary population and about 6 5 of its Catholic s i x t h - f o r m  girls.
Australia is one of the most urbanized countries in the world, and three
quarters of its people live on the coastal fringe, and over one third of its
-x-
people live in the two largest cities of Sydney and Melbourne. The sheer
■X~X-
domination of Sydney is hard to escape.
Two other points need to be made clear about the schools in the 
study: the type of school and the organization of the school. There are 
nov; two main types of Catholic secondary school: the private and the 
regional. The private school is owned by a particular religious 
congregation, and while subject to the general supervision of the local 
Catholic Education Office, is administratively and financially independent
y. ^
of it. The regional school, on the other hand,is owned and administered 
at least in part by the local Catholic Education Office and managed by a 
particular congregation or group of congregations. Within the regional 
schools therefore, there is another division possible: single-order 
organization or multi-order organization. Other features of the 
individual schools and the criteria on which they were selected, will be 
mentioned later, but for the present it is sufficient to sum up the schools 
in the study as in the following table:
Table 1.1
Classification of Schools by Locality, Type, Organization.
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Locality Type No. of Schools Organization
Sydney
Private 2 Single-Order
Regional 3
Beyond Sydney Regional 4 Multi-Order
* On the preliminary figures at the 1971 census the proportion in 
Sydney and Melbourne is 40.1$ cf. Field Count Statements, No. 1 
and No. 2 : Census of Population 30th June, 1 9 7 1 • ( Commonwealth 
Bureau of Census and Statistics, Canberra.)
** In 1972 in the Archdiocese of Sydney there are 244 Catholic 
Primary Schools with 73,000 pupils, and 92 Catholic Secondary 
Schools v/ith 44,000 pupils. (Quoted in Archbishop Freeman’s 
Letter to Parents, 1.2.72.); for the rest of N.S.W. and the 
A.C.T. the corresponding numbers of pupils are 56,000 and 
25,000 approximately.
*■** More accurately ownership is vested in the diocese, and 
administered by the Catholic Education Office for the 
diocese.
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The System v;ithout a System.
The first thing to realize is that there is no such thing as a 
Catholic education system, if by system one means a collection of schools 
with a centralized body controlling administration, policy and finance. 
Instead there are local systems corresponding to each diocese in Australia, 
an arrangement made inevitable by the very nature of the Church 
organization, which is diocesan, with the Bishops fairly autonomous in 
their own domain and directly answerable to the Pope for their 
administration. And while critics of Australian State Education Systems 
inevitably point to its excessive centralization and rigidity, critics 
within the Catholic schools point to the opposite defects - excessive 
decentralization and such flexibility that there is "a system without a 
system”. (Kelly, 1962.)
P/hen the Bishops made their original decision to maintain a 
parallel system of Catholic schools, they also made a number of other 
related decisions: to use religious congregations rather than lay teachers, 
to make primary education available to all Catholic children irrespective 
of their financial position and locality, and to make the parish the unit 
of administration and the parish priest the nominal head of the school.
The decision to use religious Sisters rather than lay teachers had 
something to do with money and something to do with the special witness 
value of religious commitment and the stability of the religious 
congregation. At first there is no doubt that the question of money was 
paramount; the education of the poor was possible only because hundreds 
of Sisters were prepared to provide their services free. (Fogarty, 1958.) 
Eventually however the value of religious commitment itself as a way of 
life was appreciated if not for its own sake, at least for the good 
example and continuity of service that such a committed life ensured. And 
while there are tensions now over the use of Sisters as cheap labour, or as 
"a mobile and inexpensive task-force", a problem to which I will return, 
there is no doubt that in the establishment and continued existence of 
Catholic schools in this country, the religious congregations were 
essential. Before discussing the other two decisions of the Bishops I want 
to look briefly at the religious order.
The Religious Order.
To anyone outside the Catholic Church these religious orders (or 
congregations as they are sometimes called) all look very much alike, but 
in fact there are very wide differences indeed in origin, present customs 
and organization of particular orders. At present there are over 100 
teaching orders of Sisters in Australia, 23 in Sydney, 10 in Canberra, and
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at least three in practically every other diocese, each with its own 
internal administration. Most orders came from Ireland in the nineteenth 
century at the invitation of the Bishops in Australia - mostly Irish - but 
some came from England, Prance, Germany and more recently America, Germany 
and Holland, and a few were actually founded in Australia. Some orders 
like the Brigidines in Ireland, and the Sisters of St. Joseph in Australia 
were founded specifically for educational work, generally for the poor, but 
many others,like the Sisters of Charity and the Sisters of Mercy,were 
founded to meet pressing social problems of their time, and have turned to 
education to meet specific needs of the Church here and overseas.
The Sisters of Charity, for example, came to Australia in 1838 to 
look after the female prisoners at Parramatta, eventually founded 
St. Vincent's Hospital and opened a school at Pott's Point (then East 
Sydney) in 1858 and since then have opened schools all over Eastern 
Australia. The Good Samaritan Sisters, founded in Sydney in 1857 by 
Archbishop Polding to care for delinquent girls, almost immediately opened 
a school for the poor in Maitland, and later in Pitt Street, Sydney in 1879* 
Thereafter education became the main v/ork of the congregation, though the 
Sisters still retain something of their original commitment, by conducting 
tv/o reformatories in Sydney and Melbourne. The Sisters of Mercy show a 
similar diversity. Founded originally to care for the sick poor in Ireland, 
these Sisters, now very,numerous in Australia, combine education with many 
other works: hospitals, homes for unmarried mothers, care of orphans, 
visitation of gaolc, The various Sisters of St. Joseph, founded by Mother 
McKillop and Fr. Tenison Woods in 1858, were founded in Australia 
specifically for teaching the poor in elementary schools, and in our 
history they are associated with these schools, with the outback and 
especially with the working class.
In my study the significance of the differences in origin of the 
various Congregations is to be seen in the problems posed for the 
principal when many congregations combine to staff a multi-order high 
school. Congregations founded to care for delinquents, or the sick poor 
or for teaching in elementary schools bring very different traditions and 
expectations to the senior secondary school; they also bring different 
commitments to schooling generally and a very wide diversity of 
educational backgrounds. I will return to this point in a later chapter.
The congregations mentioned above: the Sisters of Charity, the 
Good Samaritans, the Sisters of Mercy and the Sisters of St. Joseph^between 
them would number about three quarters of the present religious teaching 
force in New South Wales. While there are some common characteristics in
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these congregations - such as concern for the poor - there are differences in 
organization. Two of these orders are diocesan congregations, that is, 
congregations founded for a particular diocese from Ireland or elsewhere and 
thus confined to that diocese in Australia and directly under the authority 
of the Bishop. This made organization of a school system relatively simple 
in areas like Goulburn and Maitland where the Mercy Sisters and later the 
Sisters of St. Joseph were.confined to the diocese. The Sisters of Charity, 
the Good Samaritan Sisters, the Sisters of St. Joseph founded by Mother 
McKillop,however, retained central government; and in practice this meant a 
central novitiate and teachers’ college. And while central government of a 
particular congregation has certain advantages, especially in the training 
of Sisters, it meant that Sisters had to cross diocesan and state boundaries 
to take up teaching positions; and more importantly it meant that the 
supply of Sisters to a particular diocese was never stable or predictable, 
and this left the Bishop, and the Director in some uncertainty about the 
number of available Religious staff from year to year. (Some Bishops have 
actively discouraged the entry of con-rogations not organized on diocooan 
lines.)
Diocesan organization of religious congregations however has its 
disadvantages, especially in Australia, cut off as it is from the 
intellectual currents of the world. There are dangers of narrowness, 
isolation and in-breeding; until the very recent past, it was quite 
possible for a Sister to live for the whole of her working life within the 
confines of a particular diocese.
There are other famous congregations of Sisters associated with 
teaching in New South Wales: the Dominicans (1867) , the Presentation 
Sisters (1873), the Loreto Sisters (1875), the Brigidines (1882), the 
Ursulines (1880) and the Religious of the Sacred Heart (1881). Some of 
these congregations are associated v/ith private schools in Sydney and other 
capital cities, and private schools tend now to have a certain elite or 
superior status, and in popular imagination to be schools for the rich. 
However,the notion of elite status for Catholic girls’ schools (and 
probably for Catholic boys’ schools) is one that is becoming increasingly 
unpopular with the so called ’elite’ orders. So, while the Religious of 
the Sacred Heart have distinguished University Colleges and.Convents like 
Rose Bay and Glen Iris in Australia, and all over the world, the Sisters
* The date included after each congregation is the date of 
entry of the congregation into New South Wales.
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themselves would point to more recent developments within the congregation: 
the opening of a primary school in the new and predominantly working class 
area of Green Valley, and the extension of works to include religious 
education of State school children in the inner city of Sydney. Similarly 
the Loreto Sisters, long associated with elite schools in Australia,would 
point to the recent establishment of primary schools in the inner suburbs 
of Melbourne.
The other two original decisions of the Bishops (to make primary 
education available to all Catholic children, and to make the parish the 
administrative unit) meant that from the beginning there was a great deal 
of local responsibility for Catholic schooling. In the period up till the 
first World War, the local responsibility was confined mainly to education 
of the poor in primary classes, but after the war there were important 
decelopments in parish and then "regional” (a number of parishes) 
responsibility, first for junior secondary and later for senior secondary 
education. For purposes of clarity I have divided the history of Catholic 
secondary girls' schools in New South Wales into four quite distinct 
phases: the period before 1879, the period 1879-1912, the period 1912-1950 
and finally 1950 to the present.
(i) The Convent Secondary School : 1^50-1879»
The Convent secondary school in Australia derives from the 
"superior" school of the nineteenth century. During the first phase, from 
about 1850 to 1879, the Bishops invited certain congregations specifically
*
to found "superior schools" in Australia. In 1866 Bishop Murray wrote to 
the Dominican Sisters in Ireland asking them to come to Australia to begin 
a "superior school" in Maitland, because the presence of the "humbler 
class" in the parochial school there "debars the children of the rich from 
attending it". (O'Hanlon, 1949)» By 1875 there v/ere at least 10 
Convent "superior" schools in New.South Wales, four in Sydney and six in 
the country districts of Goulburn, Maitland, Singleton, Wagga, Albury and 
Bathurst. All but one of these have survived to the present day, and are 
now senior secondary schools; these early convent schools provided the 
foundations of most of the religious congregations involved in this study.
The "superior" schools provided some secondary education in the 
mo d e m  sense of the word but their distinction from the parish school next
The first such school was actually established by the Sisters of 
Mercy in Perth in 1846 for "the children of the gentry". Letter, 
Mother Ursula Frayne to Archbishop of Dublin, 25 September, 1852. 
Quoted in Moran (1891), p.567»
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door was social rather than scholastic (Fogarty, 348)» Secondary education 
was for the upper classes or for the grown up daughters of the wealthy who 
previously had relied on governesses; very often in these convents it was
*
for Protestant and Jewish girls rather than for Catholic. As Fogarty 
points out, many of the Sisters of the early communities v/ere Irish or 
English ladies of "birth, culture and refinement", so it followed that the 
first pupils found themselves enjoying a school life that was to afford 
them an entrance into polite society of the time.
It should be kept in mind that these "superior".schools existed 
side by side with the local elementary or parish school, which was taught 
by Sisters of the same congregation. The "superior" school and the fees 
associated with them very often provided the livelihood for the Sisters, 
and therefore made provision of the "poor" schools possible. What is 
important for my purposes is that the Catholic girls’ secondary schools in 
Australia were established on a two-fold assumption: the social 
superiority of the clientele and the financial independence of the parish 
and of the Bishop. The notion of social superiority was a fairly common 
Victorian phenomenon; it happened to be a notion that persisted well up 
to the second World War in Convent schools in Australia. The fact that 
the congregations owned the schools (and financed them as best they could) 
meant that from the beginning of the Catholic school system in Australia, 
there was a diffusion of administrative authority (Bourke, 1966) and this 
diffusion of authority has posed many problems in the years since 1950«
(ii) The Convent Secondary School 1879-1912.
The second phase of Catholic girls’ secondary schools covers the 
period between the passing of the first Education Acts of the seventies 
and the first main legislation about secondary education, the Bursary 
Endowment Act of 1912. With the passing of the first Education Acts, the 
reorganization and improvement of the Catholic primary system became 
imperative. The Sisters then in increasing numbers took charge of the 
parochial schools and filled the places left vacant by the lay teachers 
when government support was withdrawn. In this way, as Fogarty points out, 
the lower and middle classes came to make heavier demands on the teaching 
Sisters.
* In 1852 the pupils attending the Sisters of Mercy "Superior 
School" in Perth were "all Protestants". Quoted in Moran 
(1891)* In the seventies the Dominican Convent at Maitland 
enrolled a "high percentage of Protestant girls" 0’Hanlon 
(1949); the same was true of All Hallows Convent in Brisbane 
in the sixties. Quoted Fogarty (1958).
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At the same time the number of "superior" schools continued to 
grow, and at a time when the State had scarcely begun to be concerned with 
girls’ secondary education, there were Convent "superior" schools dotted 
all over New South Wales. In 1912 the Bursary Endowment Act set the 
pattern along which secondary schools have been organized ever since; this 
Act set certain minimum standards on such matters as , the method and range 
of instruction, the efficiency of the teaching staff, and the general 
conduct of the school. The Act forced a number of small Convent schools 
to close, but there were at least 50 Convent schools in existence in 1914*
The Convent schools retained some of the features of the pre-1879 
schools. There were still a high proportion of Protestant and Jewish
•X-
girls in the schools; some convents actually advertised that they were
y ^
"open to all denominations". At the same time there were more children 
entering the schools though the "young ladies" were.still to be found. 
Because of the demands of parochial schools, hov/ever, more Sisters were 
coming into contact with children of lower middle class and working class 
parents. At the same time the social distinction between the parish 
school and superior school remained.
(iii) The Convent Secondary School : 1912-1950»
The third phase covers the period from 1912 to 1950. During this 
period the parishes began slowly to reorganize the primary schools and 
then, after about 1930, to assume responsibility for junior secondary 
education as well. I say slowly at first because some parishes still had 
two parish schools well up into the forties. As late as 1945>f°r instance, 
Bethlehem College, then a small private school and now a very large 
regional school,had two primary schools, one a part of the "College" and 
fee-paying and the other, a parish concern and practically free - on the 
opposite side of the street. In this way a social distinction was 
preserved over many years, a social distinction distasteful to many of the 
Sisters themselves, contrary to the spirit of the Church’s teaching, and
* In Victoria as late: as 1900 one in every eight girls in 
Catholic secondary schools was a Protestant. Advocate,
8 December, 1900.
*•* For example, "Rosebank" Good Samaritan Convent, Fivedock. 
Australian Catholic Directory, 1900. "Rosebank" was one of 
the original "Superior schools", became a private secondary 
school, and in the reorganization after i960 became a junior 
secondary regional school.
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certainly contrary to the temper of post-war. democracy; in this particular
case it was contrary to common sense as well, since both schools were small
■x-
and inadequately staffed.
Where Convents owned a separate private primary school, they were 
invited to combine it with the par:sh school, and to leave it under the 
administration of the parish priest. Some schools, however, retained their 
private primary schools and there are at least six such schools in Sydney 
at present (but none elsewhere as far as I know); they now serve as 
preparatory schools for the private secondary schools.
During the thirties the Church,like the state, began to provide 
junior secondary education for all who desired it. The parish then 
extended its concern to include Intermediate (that is, three year) high 
schools in most settled parts of the country, especially where there was 
no senior secondary Catholic School.
Meanwhile other Important changes were taking place in the very 
decentralised system of Catholic education. In 1936 the diocesan 
inspectors of schools assembled in Adelaide for the Catholic Education 
Conference of that year recommended the appointment of a Director of 
Catholic Education in each State. The functions of the Director were to:
treat on behalf of the Archbishop and Bishops of the Province 
with the Minister of Education, the State Department of Public 
Instruction, the Faculty of Education at the University and 
other public bodies (such as the Australian Council of 
Educational Research)K^n matters affecting educational 
policy and curricula.
This State Director of Catholic Education was to be a priest, and in his 
own Archdiocese he was to be the delegate of the Archbishop, responsible , 
for coordinating the various parts of the Catholic school system (primary, 
secondary,,etc.). At the same time, through his contact v/ith the diocesan 
inspectors, he was to keep each diocese in the state informed on 
educational happenings in the capital city.
* This was by no means an isolated phenomenon and was probably
happening all over Sydney and in well established country districts. 
The "private’' primary school at the Moss Vale Dominican Convent 
survived till 1960, and the lingering vestiges of elitism were to 
be seen there when parents withdrew their daughters rather than 
have them mix with the ’locals’ in the parish school.
** Report of First National Catholic Education Conference,
Adelaide 1936. Reprinted in Report of Third National 
Catholic Education Conference of Directors and Diocesan 
Inspectors of Schools, Sydney ’i944• (Sydney Verity Press,
19 4 4.)
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For purposes of inter-state organization and unity of action the 
First National Conference (1936) also recommended triennial conferences of 
state Directors of Catholic Education and diocesan inspectors of schools. 
And almost immediately the Episcopal Conference (i.e. the Conference of all 
the Bishops of Australia) appointed a Standing Committee on Education whose 
special task was to discuss and prepare recommendations for the body as a 
whole. Between 1936 and 1968 this Episcopal Committee was active, 
arranging Cathechetical Conferences and sponsoring the writing of Christian 
Doctrine texts for school children. Since 1968 the Episcopal Committee has 
taken on a wider role of coordinating administration of Catholic schools 
generally.
(iv) The Convent Secondary School 1950-1970»
By 1950, the beginning of what I have called the fourth phase in 
the history of Catholic secondary g i r l s’ schools, there were two distinct 
administrative units in Catholic education, one centred in the parish, and 
concerned w i t h  primary and junior secondary education; the other centred 
in particular religious congregations who owned and operated the senior 
secondary schools. This whole network of schools quite closely resembled 
a combination of State and Independent school systems.
After 1950, and especially after 1962 with the introduction of the 
Wyndham scheme, the Catholic Education Offices, which were already 
coordinating the parish primary and Intermediate high schools, began to 
assume greater responsibility for all secondary education. W ith the b o y s’ 
schools the problem was not particularly acute, because there are only 
three or four religious orders involved in boys' education, and the 
schools tended to be large and reasonably efficient units. For the gi r l s’ 
schools, however, both in Sydney and beyond it, the problem was difficult 
and delicate; there were very many teaching orders of Sisters and all 
wished to retain their senior secondary schools.
In Sydney for instance in 1950, there were at least twenty 
teaching orders and 24 senior secondary Catholic g i r l s’ schools and many 
of the schools were very small v/ith Leaving certificate classes of fovor
* In 1950 there were in fact two senior secondary schools in 
Sydney which were owned by the parish and not the religious 
congregation. These were St. B r i g i d’s Convent High School 
at Marrickville and St. Patrick’s Hig h  School, Church Hill. 
Neither has survived as a senior secondary school in the 
post-Wyndham era.
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than 10 pupils. At this time there were only 11 senior secondary State 
schools for girls - educating almost twice as many pupils.as the 24 
Convent schools. Not only were the Convent schools small, they were often 
in very close proximity; in one area there were three such schools within 
a radius of two miles. Meanwhile rapidly expanding areas had no Catholic 
girls’ high schools at all. The laissez faire policy had worked well 
enough until 1950, but after that, the number of students crowding into 
secondary schools showed the inadequacy and inefficiency of the system.
There were critics within the Catholic system in the period 
1950-1961 and undoubtedly changes would have been effected eventually to 
mobilize the scant resources more economically. The external pressure of 
the Wyndham scheme, however, effected the changes with amazing rapidity; as 
one Director said, it was either rationalize or perish. The period 
1962-1964 introduced a number of important changes both in Sydney and 
elsewhere. While the changes in Sydney were more spectacular because of 
its size, the changes in other dioceses were similar at least in kind; 
the common characteristic in all the changes was rationalization.
In Sydney the developments relevant to m y  study were threefold: 
a number of private secondary girls' schools were transferred to the 
control of the Catholic Education Office, to ensure the adequate numbers 
needed in a sixth-form school and the efficient accommodation of those 
seeking senior secondary education. To avoid wasteful duplication of 
resources, some Leaving Certificate schools were reduced in status to 
fourth-form schools, and in expanding areas new sixth-form schools v/ere 
built by the Catholic Education Office. The third development in Sydney 
was the establishment of the Catholic Building and Finance Commission, 
which, under the chairmanship of the Archbishop, is responsible for the 
financial administration and building standards in parochial and.regional
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* In 1950, 295 students were presented for the Leaving Certificate 
from the 24 Convent high schools in Sydney. In the country there 
were 31 Convent high schools presenting 210 pupils for the 
Leaving Certificate. This means that the average size of the 
final year class in 1950 was 9 »
schools? This Commission is assisted by the Building, Finance, Budget 
and Classifications Committees.
Two important events hastened the greater centralization of 
administration in the local Catholic Education Offices; one,already 
mentioned was the introduction of the Wyndham scheme in 19 6 2, the other 
was the granting of limited government aid to Catholic schools in 1963*
The Wyndham scheme introduced six years of secondary schooling; students 
in New South Wales could still leave school at 15, but the intention was 
that most would remain to complete School Certificate at the end of 
fourth-form, by which time many would be 16 years of age. The Higher 
School Certificate replaced the Leaving Certificate as the terminal school 
examination and it is taken at the end of sixth-form. The Wyndham scheme 
introduced a greater variety into the secondary school curriculum, and in 
the final two years, subjects could be taken at any one of three levels 
(four levels in the case of Mathematics or Science). This enrichment of 
school curriculum put great demands on teacher competence and involved a 
m uch better prepared teaching personnel than ever before; it also involved 
the use of substantially increased library and science facilities for 
students.
Because Catholic Education Offices were already coordinating a 
great deal of secondary education, the Commonwealth Science grants then 
gave them great administrative bargaining power - since these grants were
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* This Building and Finance Commission would;
1 . prepare programmes for building construction.
2 . examine the financial position of schools and establish debts 
and annual expenditure e x p e c t e d to be borne.
3 . establish arrangements with banks to facilitate borrowing of 
money.
4» establish and administer a Catholic Schools Trust Fund, accept 
deposits etc. to meet the needs of parishes and schools.
5 « establish standards of construction and design of buildings 
to ensure economy.
6 . advise generally and assist in every phase of the problems 
of development and education.
I am indebted to Monsignor Slowey, the Director of Catholic Education
in Sydney for this information.
*•* In 1972 the rate of direct government grants for Catholic education
is as follows!
(i) from the N.S.W. Government: Primary, per capita $50.00;
Secondary $59*00 - subject to means test.
(ii) from the Federal Government: Primary, per capita $50.00;
Secondary $68.00.
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made through the Bishop and therefore through the Catholic Education Office. 
Meanwhile the growth of Diocesan Education Boards of Education comprising 
the Bishop, the Director of Catholic Education, representatives of parish 
priests, the teaching congregations, the state education department, and 
the p a r e n t s’ associations, helped to consolidate the growing concern for 
centralization and efficiency in the use of existing resources. Without 
the work of the various Diocesan Education Boards and the consultation 
these boards involved, the "regionalization" of schools could never have 
taken place. It did take place ,however, and with comparatively little 
opposition from individual congregations in the end.
The Sydney Regional Schools
In Sydney now 14 of the 24 sixth-form Catholic g i r l s’ schools are
regional, and all 24 of the fourth-form schools are regional. This network
of Catholic fourth-form and sixth-form schools is similar to the local
state schools in organization; students from primary parochial.schools
transfer to the nearest fourth-form school, and then if need be, to the
nearest sixth-form school. Like the local State schools, the Catholic
regional schools are obliged to accept all Catholic students who apply,
•x-
provided they live in the "region".
In matters of finance the schools are dependent on school fees and 
on various direct government grants. School fees are uniform ($64 per term 
in Sydney in 1970, $72 per term in 1972) and decided on by the Catholic 
Education Office; the increase in fees from 1970 to 1972 is a result of 
increased government grants. The Federal grant ($68 per capita in 
Secondary schools in 1972) is paid direct to the Catholic Education Office 
in the diocese, but the State grant ($59 per capita in 1972 and subject to 
a means test) ‘is paid to the schools and is deducted from the students' 
school fees. These fees are also paid direct to the school and after 
deductions for running expenses and Sisters' stipends, the remainder is
* N o r mally schools axe not allowed to accept students from outside 
the region unless there are free places. As many principals 
pointed out f how ever there is accommodation of parents' wishes - 
to choose a particular school for a daughter where the mother is 
an ex-pupil of that school.
** At present principals are allowed $15 per student per year for 
running expenses, but this has not proved sufficient, and in 
1972 the Regional Princi p a l s’ Association (founded 1970) has 
pressed for an increase in the allowance. The stipend for 
Sisters in 1972 in Sydney is $1,700.
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sent each month to the Catholic Building and Finance Commission, which in 
turn sends out the teachers’ salaries each fortnight.
The system is working reasonably well in Sydney and the larger 
centres of New South Wales and the Australian Capital Territory. It is 
interesting to note,however,that this regionalization of senior secondary 
schools is peculiar to Sydney, and has not occurred to the same extent in 
other capital cities. Melbourne is the only city in Australia comparable 
to Sydney in size, and it has retained its independent tradition in 
Catholic education as well as in education generally. In 1972 only two of 
the 28 senior secondary Catholic girls’ schools are regional; the other 
schools are private and owned therefore by a religious congregation as they 
were in Sydney before 1950. By deliberate choice, the Catholic Education 
Office in Melbourne is concentrating on providing primary schools for all 
Catholic children, and leaving Catholic senior secondary schools to private
*
enterprise - that is, to the religious congregations.
Typically in these single-order regional schools, the Sisters live 
next door to the school; there is therefore a permanent address. The 
Superior of the Convent is quite often the principal of the secondary 
school as well; she is not the principal of the local parish primary 
school but Sisters from her community staff this school. The Superior is 
appointed by the Provincial of the congregation; religious staff are also 
appointed by the Provincial in consultation with the Supervisor of 
Secondary Studies. The lay staff, on the other hand, are appointed by the 
principal; the number that may be appointed is decided by the Director of 
Catholic Education and the salary paid to lay staff is decided by the 
Classifications Committee, a branch of the Catholic Building and Finance 
Commission. In August of each year the principals of the regional schools 
furnish a detailed report of subjects and levels being offered, as well as 
the numbers in each class; v/ith this report is included a submission for 
staff requirements for the following year. These reports and submissions 
are examined by the Director, who then allocates the number of staff that 
principals may employ for the next year. (Expectably enough, the number 
allocated is always below what principals think necessary.) A Handbook of 
Information and Procedures for Principals is available each year from the 
Director of Catholic Education, and families with children in parochial 
and regional schools are kept informed of developments in Catholic 
Education Office organization - generally through an annual brochure
* The Future for a School Systems A Plan for the Archdiocese of 
Melbourne. (Melbourne, Advocate Press, 1971«)
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describing the educational services in the diocese, the scale of school 
fees, the calendar for the current year and information about government 
grants.
What effect has this "regionalization" had on the schools, on the 
orders v;ho teach in them? Student entry is no longer selective and 
parents no longer choose a particular religious congregation, and something 
of the family atmosphere of early convent schools has been lost. Students 
in the course of their school career might have to change schools three 
times and be taught by three different congregations. A characteristic of 
the convent system hitherto has been the association of particular 
families with particular congregations, the presence of strong alumnae 
associations, and students’ loyalty to, and friendship with their teachers. 
These modern regional schools are much larger, better organized, and more 
scope is given to individual teachers to specialize in their subjects, 
while students have more opportunities therefore to take subjects that 
interest them. At the same time the schools are more impersonal and the 
importance of individual religious orders diminished, at least in the view 
of many of the Sisters. There have been both losses and gains in the new 
type of school.
The Sydney Private Schools.
The private schools still remain and there are now 10 such schools 
in Sydney; these private schools tend to educate the children, of the well 
to do professional and managerial classes. I say tend,however,because at 
least four of the private schools would certainly be educating a large 
number of working class and lower middle class students. The schools have 
remained "private" despite a clientele like that of the neighbouring 
regional schools, partly because the teaching congregations concerned 
wanted to retain their financial and administrative independence of the 
Catholic Education Office. The.private schools tend to be established in 
the wealthier suburbs of Sydney, and it is possible therefore that the 
local students would be similar in socio-economic background to students 
entering State high schools in the same region. If fees are any criterion 
of elitism, the Sydney Private Catholic girls’ schools are very much less 
elite than the neighbouring Independent Girls’ schools. In Table 1.2 
below I have included the details of fees for the two groups of schools 
in the same suburb, or in adjacent suburbs. The figures quoted in 
Australian dollars are the maximum compulsory charges per annum;. this 
means that they do not include "extras" such as tuition in piano, singing, 
tennis or speech.
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Scale of Fees for Day Pupils at Adjacent Independent and
*
Catholic Private Girls' Schools in Sydney, 1972.
Table 1.2
Suburb
Independent
Girls
Catholic
Girls
$ $
Rose Bay 720 600
Cremorne/Kirribilli 810 360
Wahroonga/Normanhur st 834 330
Darlinghurst/Pott's Point 810 300
Strathfield 633 360
Pymble/St .Ives 810 300
North Sydney 585 276
Waverley 645 270
Parramatta 640 255
Typically in a private school, the Sisters live in a Convent next 
door to the school, and as this Convent is generally the head house of the 
congregation, it tends to be both large and conservative. Large in that 
it generally combines a private primary school, a boarding as well as a 
day school for secondary students. The Convent also provides accommodation 
for the Sisters teaching in the local parish primary schools, and attending 
local Universities or Teachers' Colleges, as well as accommodation for those 
Sisters who are aged and ill. Conservative in that.the Convents are of 
fairly ancient foundation - by Australian standards, and the traditions of 
the years are apt to hang more heavily on the private school than on the 
regional school. This is seen in all sorts of subtle ways: the age of 
the buildings and their commanding geographical positions; the very close 
proximity of Convent and school, with the Convent parlour generally the 
waiting room for visitors to the school; the list of alumnae groups 
hanging in the vestibule, and finally what one student called the
* These figures are derived from Fees at Non Government 
Schools 1972. (Department of Education and Science, 
Canberra.)
"constant reminders of our wonderful past".
The characteristic feature of the administration of private schools 
is their financial independence of the Catholic Education Office. Fees are 
left to the discretion of the individual schools, and in 1970 varied from 
$70 to $150 - in comparison with $64 in the regional schools. The school 
is free to take students from any region, and in one of the private schools 
of the study there were 51 suburbs or towns represented among the day 
pupils. This freedom in finance and in the selection of pupils is the 
great advantage seen by the principals of private schools, but as many of 
these principals now point out, this freedom has definite limitations in 
practice. Often the private schools do not choose but are chosen by 
parents and students. The comparatively high fees render the schools 
inaccessible to the daughters of working class parents and introduce a 
clientele which is wealthy, demanding, and in the opinion of the principals, 
more likely to be indulged than that in the regional schools. Christian 
commitment and affluence are not necessarily incompatible but quite apart 
from the gospel warning, it is a matter of common experience that there 
are tensions between them in practice.
I should not give the impression, however, that the private schools 
are a perfectly homogeneous group. There are wide differences between the 
private schools^ not only in social class background but in curriculum 
offerings and size of the schools. The larger schools tend to offer 
richer curriculum options in drama, art, public speaking and science, and 
they tend to have greater holding power than the regional schools. There 
is no sign whatever of any contraction in the number of students wanting 
to enter these schools. Some of them are booked out till 1980, and in 
1970 there were 300 applications for the 120 places in first-form in one 
of the schools in the study.
* Students were asked to record "Things Appreciated" and "Things 
Not Liked" about their schools and it is quite remarkable to 
analyse the differences in the Sydney responses. No regional 
school pupils "appreciated" the grounds or the gardens or the 
buildings, while 12 private school pupils commented on them - 
in three cases these external features of the schools were the 
only things appreciated. The reasons for this phenomenon are 
easy enough to understand: the regional schools though well 
equipped are very cramped for space in most cases, while the 
private schools in the study were not. At the same time 10 
students in private schools did not like the "constant 
reminders" of the traditions of the school, and three others 
suggested that their schools were "living on the past" and 
v/ere "impervious to what people really thought" about the 
school in 1970*
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The appointment of religious staff in the private schools is the 
same as for regional schools; the appointment of lay staff however depends 
on the superior of the Convent and the local bursar. The salary for lay 
staff (in 1970 anyway) tends to be slightly higher than in regional schools, 
but still less than that in State schools. Three of these private schools 
in Sydney belong to the Independent Schools Headmistresses* Association, 
and therefore have a certain exclusiveness - within the fairly limited 
orbit of upper middle class Catholics. This desire for exclusiveness or 
superior school status is by no means a dead issue with parents however.
This was shown quite recently when the Marist Convent, Woolwich,became a 
regional school. Until.1971» this school had been a private school, but 
when it became regional, many parents withdrew their daughters and sent 
them to private schools. The attempt in Sydney therefore to provide fairly 
low cost quality education through the regional schools for the lower middle 
class seems to have had the effect of making the regional schools less 
socially elite than they were twenty years ago and the private schools more 
socially elite. Bishop Murray’s distinction between the richer and the 
humbler class is now more apparent than ever in Catholic girls’ schools in 
Sydney.
Regional and private schools are a characteristic of the Sydney 
scene; beyond Sydney there is practically no such distinction. Instead 
there are regional schools with different organizational structures: the 
single-order school as in Sydney, the multi-order school which I will be 
discussing, and the senior coinstitutional high schools.
The Multi-Order Regional School.
The multi-order regional school is another response to the Wyndham 
scheme in New South Wales and the Australian Capital Territory - especially 
in country areas, or areas of rapid expansion. Canberra pioneered the 
idea, when it became obvious that one Catholic girls’ high school,
St. Christopher’s, could not cope with the needs of the most rapidly
*
growing city in Australia. Archbishop O’Brien, in cooperation with his
* In the period 1966-1971 the population of the Australian Capital 
Territory increased from 92,311 to 141,000, and 98$ of this 
population is centred in Canberra. This represents an increase 
of more than 50$ in 5 years. (These figures have been 
derived from the Bureau of Census and Statistics, Canberra.)
Catholic Education Office, and aided by certain indirect Commonwealth 
grants, introduced a definite policy of inviting religious orders to take 
up primary parochial schools on the condition that they also provided a 
certain number of teachers for the Catholic girls’ high school he 
established in 1962, the year when the Wyndham scheme was introduced into 
New South Wales,
These multi-order high schools are even more like the local State 
high schools then are the single-order regional schools, in that the 
schools are independent of any particular Convent or congregation and 
more under the control of the local diocesan.Catholic Education Office,
The staffs, drawn from many religious orders, v/ith different teaching 
traditions and commitments to education, appear at first sight to have lost 
something of the original unity, common ethos and concern for a particular 
school that characterized Catholic schools hitherto. There are certainly 
problems in communication between the principal and the various Provincials, 
In a school of this kind no one order owns the school, or feels responsible 
for it, and very often Provincials are not prepared to give their ablest 
teachers to it, at least when the needs of their own individual 
(i.e. single-order) schools have to be met. At any rate all principals in 
these multi-order regional schools gave precariousness of religious 
staffing as one of their major problems.
There have been gains however, not the least of which has been 
growth of professionalization in the schools generally, especially in the 
multi-order schools. (This professionalization v/ill be discussed more 
fully in the next chapter.) There has been a move away from the closed, 
rather matriarchal atmosphere of the earlier Convent schools to the 
well-equipped and well-organized contemporary regional school.
Interestingly enough,as one moves from the Convent private schools, to the 
single-order regional, to the multi-order regional one becomes aware of 
the increasing professionalization already mentioned, greater freedom and 
autonomy for the principal, more independence of control by individual 
orders and greater interdependence on the local Catholic Education, 
authority. The move in fact has been one from one structural unit, the 
teaching order, to a combination of the other tv/o, the Bishop and the 
local parish through the Catholic Education Office and its various
*•
Committees and Boards.
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* The composition and activities of these Committees and Boards vary 
from diocese to diocese. The Sydney Archdiocese Building and 
Finance Commission discussed at length above is the most well 
developed in its organization; other dioceses in New South Wales 
have similar if less elaborately organized Boards.
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One final point needs to be made about the structure of the 
Catholic schools, and this is the growth of coordination at a state and 
national level. This coordination has been accomplished in a number of 
ways: by the appointment of Sisters and Brothers to supervisory roles 
in Catholic Education Offices, by the appointment of full time personnel 
to administration within individual religious congregations, by the 
creation of the Federal and New South Wales Catholic Schools Committee - 
a group comprising clergy, religious congregations and laity set up in 
1968 specifically to seek government financial support for Catholic 
schools. As the culmination of all coordinating efforts so far, the 
Episcopal Committee on Education established a Federal Office of Catholic 
Education in August 1968, with a Federal Director whose special teusks 
were to advise the Bishops, and collect and coordinate information, 
statistics and research on Catholic Education generally. In 19&9 this 
Episcopal Committee established the National Commission on Catholic 
Education, a group comprising Bishops, State Directors of Catholic 
Education, Religious teachers and lay people concerned with Catholic 
education. This group is only advisory and as I indicated in the 
Introduction, the Report on the findings of this Commission will be 
completed in 1972.
This in a very brief review is an account of the evolution of the 
different types of Catholic girls’ school in this study. The Sydney 
Private schools are a direct link with nineteenth century Catholic 
education for girls, and retain something of their "superior11 status. The 
Sydney Regional schools are the Church’s answer to the increased demands 
of working class and lower middle class parents to provide a low cost 
quality schooling for their daughters. Finally the multi-order Regional 
schools are the Church's answer in fast developing city areas outside of 
Sydney to provide low cost quality schooling. The sheer number of 
religious congregations for women, the fewness of numbers within 
individual congregations, and the fact that all were competing to maintain 
a senior secondary school led to a wasteful duplication of resources, and 
eventually the congregations combined to staff one large school, rather 
than two or three small ones. The local Bishop and Catholic Education 
Office - and the bargaining power given them by Commonwealth grants - 
helped to rationalize the system.
All this discussion of structures like private school, regional 
school, multi-order organization is necessarily general and tends to body 
forth the forms of things unknown. In chapters 2 and 3 I intend, to examine 
in more detail the characteristic features of individual schools, and give 
to the more general statements of this chapter a local habitation and a 
name.
Chapter 2.
THE SCHOOLS OF THE STUDY : EL'IROIMENTS, STAFF COMPOSITION, PRINCIPALS.
Twenty years ago Convent senior high schools were small, genteel
and cloistered institutions, Small in that of the four schools in this
sample in existence in 1950, all had fewer than 300 pupils, some fewer than
200; many other Convent schools had less than 100 pupils. Genteel in that
the senior Convent high school still had a certain "superior school" status
deriving frpm its nineteenth century origins, a "superior school" status,
I might add, that had nothing much to do with social class as now understood,
■x-
There were strong role expectations of the Convent girl; she spoke 
quietly and well, wore hat and gloves, gave her place in the bus or train, 
did not eat in the street, and was generally expected to manifest in her 
external demeanour the order and wisdom not only of the Convent school but 
of the Catholic Church. Cloistered in that practically all the teachers 
were members of a religious congregation, and the aura of the Sisters* 
lives and dwelling somehow pervaded the school precincts. One treated the 
Sisters with great respect, gave them their full title, stood back for them 
and generally remained socially distant from them.
Within the Catholic high school complex however there was a fairly 
rich social and cultural life. One played in tennis and basket-ball 
matches, took part in oratory and.debating competitions - with other 
Catholic schools. Inevitably too, one learned music, "did" speech, sang 
in school choirs and took part in the annual play or operetta. As well as 
this, there.were special assemblies for distinguished visitors and 
ex-students, the inevitable St. Patrick’s night concert in the local Town 
Hall, and the celebrations and feast-days special to the particular 
religious congregation. School spirit and loyalty were much emphasized, 
and some pains were taken to explain the significance of the motto and the 
school song. One had a sense of personal identity and belonging, and this 
personal identity and belonging had at least something to do with the 
socializing influences of the Convent high school.
* As far as I know there is no published evidence for these role 
expectations of the Convent girl. In the absence of such 
evidence, I have asked a group of 20 Sisters from different 
Congregations (now living at the Generalate of the Congregation) 
to record their impressions of Convent high schools in the 
period 1940-1955, and though the Sisters come from all over 
Australia there is a remarkable similarity about their experiences, 
and what they perceive were the role expectations.
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All this socializing, however, took place without m u c h  regard for 
examinations or entrance to the University. Convent schools were 
notoriously weak on science teaching and on public examination results 
generally, especially in comparison with Catholic boys' h igh schools - 
though.the Convents m a y  well have provided a better education. As likely 
as not, the final year class would be about 10-16 in number in almost any
**
school; in some schools the number was considerably smaller. One or 
two teachers would teach most of the Leaving Certificate subjects, and very 
often fourth and fifth year classes were combined. The occasional Convent 
school had a science laboratory, but for the most part the curriculum was 
English, French, Latin, Ancient and Modern History, Music, Mathematics and 
in very rare cases Chemistry - practically all without any assistance from 
a school library. One or two students each year would "go up" to the 
University, but more often students moved on to Teachers' Colleges.
Actually the University was somehow faintly wicked, especially in Sydney, 
with its "atheist" professor of philosophy, and at the time Sydney was the 
only University in the state.
By 1970, the schools were no longer small, probably not genteel and 
certainly not cloistered. From this point onwards, I am concerned with 
illustrating from the nine schools in the study the changes in composition 
that seem to me: (l) characteristic of Catholic schools generally and 
therefore inevitably characteristic, at least in some features, of 
Australian schools generally) and (2) important in determining the 
student's experience of the school environment and hence relevant to the 
central purpose of this study. In this chapter after some preliminary 
discussion of my procedure in the selection of schools, I take up three 
main, points: the changes in school size and some problems associated with 
this, the changes in staff composition and qualifications, and finally the 
changes in the principal's role.
* This weakness seems to have existed until the very recent past in 
Australia. Cf. T.O'Donnell (1966). Some parents would claim that 
the weakness still exists. In Catholic Education Today (Strawberry 
Hill, Twickenham, Middlesex), the issues for December 1970, and 
March 1971 contain a series of articles and correspondence on 
alleged weaknesses of science teaching in English Convent Schools.
** In 1950, the 24 Sydney Convent senior secondary schools presented 
295 candidates for the Leaving Certificate; the 31 country 
Convent schools presented 210 candidates. The general average for 
all Convent senior secondary classes was therefore 14»5; the 
average for the country schools was 7«
*** I have attempted to keep a balance between the qualitative and 
quantitative changes in the schools and to keep the latter to 
a bare minimum.
39-
The Selection of Schools in the S t u d y .
As already indicatedp there are nine schools in the study, and the 
classifications given in Table 1.1 are: Sydney/Beyond Sydney, 'Private/ 
Regional and Single-Order/faulti-Order. In m y  original selection of schools, 
I began wit h  multi-order schools and decided to explore the features of 
these schools. Given the present reduction in the number of teaching 
Sister? in Australia, these schools seem to be the Catholic schools of the 
future, possibly with lay principals in years to come. There have been no 
new sixth-form single-order Catholic girls* schools established in New 
South Wales or the Australian Capital Territory since 1965; there have been 
at least eight multi-order h i g h  schools established. These multi-order 
schools represent a radical departure from the organizational structure of 
previous Catholic girls' schools. The crucial question to be faced is:
What is the cost to the Catholic system generally of such schools? Are the 
undoubted professional and economic advantages outweighed by losses in 
other areas? In staff morale for instance, student morale and student 
religious outcomes are there any indications of loss or lower standards 
generally than in the single-order schools?
At the time when the study began there were only four girls' 
multi-order high schools in existence in New South Wales and the Australian 
Capital Territory. A close examination of these schools suggested that the 
schools in the Australian Capital Territory v/ere catering for a very 
different student group from that in New South Wales, and that these 
differences were based on social class. (Henceforth Australian Capital 
Territory and New South Wales are abbreviated to A.C.T., and N.S.W. 
respectively.) For example, 80$. of the 1969 sixth-form group in the A.C.T. 
schools had white collar fathers, and 48$  of the sixth-form group in N.S.W. 
schools had white collar fathers. The groups finally included in the study 
are the 1970 sixth-forms and the socio-economic differences are very 
clearly marked. In Table 2.1 below there is an account of the socio­
economic composition of the two groups of schools Beyond Sydney.
* I use "white collar" to refer to the first three occupational 
categories on the six-point scale developed by Broom, Jones 
and Zubrzycki (1965); the occupations include Professional, 
Grazier, Sub-professional, Managerial, Farmer, Shopkeeper, 
Clerical and Non-commissioned Servicemen.
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Sixth-Form Groups Beyond Sydney by Socio-Economic Status : Percentages.
Table 2.1.
A.C.T. Regional 
N=93
N.S.W. Regional 
N=106
*
F a t h e r 's Occupation 1° 1°
White Collar 81 50
F a t h e r’s Education
University Degree 25 9
Primary/N one 4 33
M o t h e r’s Education
University Degree 8 5
Primary/None 7 28
* I have used the codes developed from the Australian census 
classification by L. Broom, F.L. Jones and J. Zubrzycki, "An 
Occupational Classification of the Australian Workforce" in 
Australian and New Zealand Journal of Sociology, (1 Oct 1965) 
Supplement.
Table 2.1 above indicates quite clearly the sort of socio-economic 
difference that exist between the two groups. I do not want to dwell on 
these differences at this point; I simply want to record them and to say 
that I call the A.C.T. group : High Socio-Economic Status, and the N.S.W. 
group : Low Socio-Economic Status. In selecting the other schools of the 
study, I have tried to ma t c h  these socio-economic differences. At least 
four schools were needed to m atch the multi-order schools; eventually I 
chose five Sydney schools, always on the possibility that one of them 
could be omitted if need be.
The decision to confine this selection to Sydney was based on the 
fact that Sydney provided great variety, and accounted for about two thirds 
of the sixth form population in Catholic girls* schools in the state.
** As will become obvious from chapters 6 and 7» 1 actually chose 
eight other schools, and used all 12 schools in Stage I Analysis 
of the Data. Twelve schools proved too many for the sort of 
study I intended to do and for reasons given in Chapter 6 I 
reduced the eight "other" schools to the five in Sydney.
*** From figures supplied by the Department of Education, N.S.W. on 
the numbers of students attempting the Higher School Certificate 
1970 from Catholic Girls' High Schools (Sydney: 1284, Beyond 
Sydney: 638). The figures for Catholic Boys' Schools shovr a 
slightly higher concentration in the city. (Sydney: 2168,
Beyond Sydney: 953•)
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An attempt was made in selecting the five single-order schools to ensure 
as wide a variety as possible; variety of teaching congregation, 
type of sch o o l , locality and social c l a s s . In teaching congregations for 
example, three of those selected were specifically founded for education, 
two were founded for general charitable works and have maintained these 
works v/ith schools in Australia; four of the congregations selected v/ere 
founded overseas, either in Ireland or in Europe while one was founded in 
Australia. In type of sch o o l , the distinction already discussed between 
private and regional schools is relevant; two of the schools in the study 
are private schools, that is, maintained by a particular congregation, with 
permission of the Bishop but with relative independence of the Catholic 
Education Office; the other three schools are regional and therefore 
directly under the administration of the Catholic Education Office. With 
regard to locality, an attempt was made to include schools where students 
come from well established residential areas in different parts of Sydney, 
as well as from predominantly industrial areas, and from a beach area.
Schools were selected so that there v/ould be a wide spectrum of social 
classes, where social class is measured by the education of parents and the 
occupation of the father.
Eventually the five Sydney schools chosen were the two private and 
three regional schools already mentioned, and they match fairly well the 
differences between the A.C.T. and N.S.W. regional schools. This can be 
seen from Table 2.2 below; in brackets beside the percentages for the 
Sydney schools, the percentages for the matching schools Beyond Sydney have 
been included.
Table 2.2
Sixth-Form Sydney Schools in the Sample by Socio-Economic S t a t u s :Percentages.
Sydney Private Sydney Regional
N=148 N=193
F a t h e r’s Occupation i i
White Collar 90 (81) 49 (50)
F a t h e r’s Education
University Degree 35 (25) 10 (9)
Primary/None 5 (4) 14 (33)
M o t h e r’s Education
University Degree 9 (8) 3 (5)
Primary Only 7 (7) 17 (28)
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Table 2.2 reveals at least that the differences between A.C.T. and 
N.S.W. regional schools are matched by the differences between private and 
regional schools in Sydney. The final classification of schools according 
to social class, locality, and single/multi-order organization is shown in 
Table 2.3 below; the number of schools in each of the four cells is 
included in brackets.
Table 2.3
Classification of Schools in the Sample by S. E.S. and Organization.
Organization High S.E.S. Low S . E. S .
Single-Order Sydney Private (2) Sydney Regional (3)
Multi-Order A.C.T. Regional (2) N.S.W. Regional (2)
Each of the schools in the study has been given a fictitious name. 
Table 2,4 below records the actual fictitious names used for each of the 
schools, as well as the numbers of sixth-form pupils who completed all the 
student questionnaires, the A.C.E.R. Advanced Test N and the Higher School
*
Certificate in 1970. The table is really only an extension of Table 2*3 
above, except that fictitious names like Mitchell Hall, Cavan Park replace 
group titles like Sydney Private.
Table 2.4
Classification of Nine Schools in Sample by S.E.S., Organization
and School Names.
Organization High S.E.S. Lov/ S.E.S.
Single-Order Mitchell Hall (73) St. Mary’s (56)
N=361 Cavan Park (95) Sion Convent (83)
Multi-Order All Hallows (49) St. Margaret’s (35)
N=199 Trinity College (44) Campion High (7 1)
* The final number of students participating in the study is 560. 
The original number was 572, and some of the data collected 
(e.g. Table 2.6 below) refers to this original sample. Of the 
12 students missing from the final sample, 6 left school between 
June 1970 when the first questionnaires were given, and October 
1970, when students sat for the Higher School Certificate; 2 
students were absent from one of the questionnaires because of 
prolonged illness, and the 4 Buddhist students were excluded 
from the Religious Outcomes Inventory at the request of their 
headmistresses.
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Tv/o minor points can be made about Table 2.4 above. In the first place the 
proportion of Sydney students in the sample (-^ ?—-s66$)is exactly the 
proportion of Catholic girls being educated in Sydney's Catholic sixth-form 
girls' schools generally in 1970 (66$), so the sample is representative in 
one important sense. The second point to be made concerns my use of 
fictitious names. These names have been used extensively throughout the 
study. Occasionally however, for reasons of space and convenience, I have 
simply used the school code number, School 1 for example. The fictitious 
names and code numbers are matched in Chapter 6.
Changes in the Schools : School Enrolments.
The history of Australian education in the period 1950-1970 is one 
of rapid expansions more pupils, more pupils staying to sixth-form, more 
teachers, proportionately.greater increases in the number of teachers than 
in the number of students, more and better equipped schools and richer 
curriculum offerings for students. Table 2.5 below shows the increases in 
student enrolments for all schools in Australia and for Catholic schools in 
particular between 1950 and 1970. This table shows that Australian schools 
generally and Catholic schools in particular have added more students in 
the period 1950-1970, than they had ever enrolled before that date. The 
growth in Catholic schools has been fairly close to the growth in all 
Schools; 108.8$ increase in Catholic schools and 114»3$ in all Schools.
Table 2.5
*
Enrolments for All Schools and Catholic Schools in Australia s 1950-1970.
Enrolment
1950*
Enrolment
1970
Increases 
No. $
All Schools
Primary 1,037,973 1,808,678 770.705 74.3
Secondary .253,842 959,555 705,717 278.0
Total 1,291,815 2,768,233 1,476,418 114.3
Catholic Schools
Primary 189,250 332,418 143,168 75.7
Secondary 47,312 161,431 114,010 241.2
Total ... 236,562 493,849 257,287 108.8
* The figures for 1950 are derived from W.C. Radford (1953)5 
the division into primary and secondary is based on a close 
estimate. The 1970 figures are derived frcp Soaoole. 1*570 
(Commonwealth Bureau of Census and Statistics.)
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TThat is particularly evident from Table 2.5 above is that the most marked 
increase in school enrolments has been at the secondary level, an increase 
of 278$ for All Schools and 241$ for Catholic S c h o o l a  The pattern of 
increased enrolments in secondary schools generally, and in Catholic schools 
particularly is well illustrated from the schools in this study. Four of 
the nine schools in the study were in existence in 1950, (they were 
actually in existence before 1900) and their average size then was 234 fc>r 
the total and 16 for the final year class. In 1970 the average size of
*
these same schools is 647 and the average number of students in the final 
year is 78.3* These four schools are all in Sydney: St. Mary's, Sion 
Convent, Mitchell Hall and Cavan Park. This entails an increase of 176$ 
in school enrolment generally and about 400$  increase at final.year 
standard. The other five.schools in the study are new schools, all built 
within the last ten years, as part of the general reorganization of Catholic 
schools discussed in Chapter 1. The average size of all sixth-form schools 
in the study is 633 and the average size of the sixth-frrm is 6 9. In Table 
2.6 I have included the total enrolments for each school, the number in 
sixth form in 1970; I have also included the number in first-form in 1965 
(when these students began high school), the number in first-form in 1970, 
and the proportion of the original first-form group which has remained in 
the school for six years. This table enables me to discuss general features 
of the schools: their size, their recent expansion, their holding power.
Table 2.6
Enrolments and Holding Power in Nine Catholic Schools 1970 b y  Schools :
Fr e q uencies.
No. in 
School 
1970
No. in 
6th Form 
1970
No. in 
1st Form 
1965
No. in 
1st Form 
1970
Proportion of 
Original Cohort 
in 6th Form 
1970
Sydney Private $
Mitchell Hall 558 76 95 101 59
Cavan Park 710 95 120 132 57
Sydney Regional
St. Mary's 585 57 120 121 38
Sion Convent 735 85 152 157 28
Chisholm High 675 54 153 134 22
A.C.T. Regional
All Hallows 585 51 105 132 40
Trinity College 542 44 90 121 40
N .S . XL R e gi onal
St. Margaret' s 492*. 36 N. A. 117 N.A.
Campion High 162 72 N. A. N.A. N.A.
All Schools 633 69 120 128 40
Campion High is for fifth and sixth-forms only.
An examination of Table 2.6 shows that the regional schools in 
Sydney tend to be about the same size as private schools but to have a 
considerably lower holding power. While 58$ of the original 1965 first- 
form cohort is still at the school in 1970 in the private schools, only 
29Jo of the regional schools’ original first-form cohort has remained to 
sixth-form. Yet within the regional schools there are differences;
St. Mary’s has retained 38$ of its original cohort, v/hile Sion Convent and 
Chisholm High have retained only 28$ and 22$ respectively. The reasons 
for this have to do with the geographical position of the schools. There 
are no fourth-form feeder schools near St. Mary’s, while both of the 
others (Sion Convent and Chisholm High) are served by about six 
fourth-form schools. Any increase in St. Mary’s would have to come from 
students transferring there from other secondary schools; in fact there 
were six (10$) such transfers into that 1970 sixth-form group at St. Mary’s. 
(See Table 2.7 below.)
The relatively high holding power of the Sydney private schools 
(58$) and the A.C.T. schools (40$) suggests that holding power is 
associated with the socio-economic status of the school. The holding 
power of these two groups of high socio-economic status schools does seem 
to be low none the less, especially in comparison with quoted figures for 
Independent Schools (Fensham, 1971); it is higher3however^than for 
Australian schools generally. Radford (1966) shows that in 1964 only 23$ 
of the original high school cohort were still in school by the final school 
year; probably this proportion has increased since 1964« The comparatively 
low holding power of even the "rich” Catholic girls’ schools could well be 
a reflection of the general mobility of the Australian population at 
present. This would be particularly true of certain occupations, the 
armed services for instance, the public service and the academic 
profession; it would be especially true of the Australian Capital 
Territory.
* I should point out that I am describing the "holding power” 
of the schools. Very likely a number of students have 
transferred to other sixth-form schools; I have no evidence 
of the proportion of the original first-form cohort who 
remained to sixth-form, in schools other than the school in 
which the student began high school.
** ”0ther" here means Catholic, Independent or State schools.
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Changes in Schools: Movement of School Population
The relatively stable population of the private schools and regional 
schools of the A.C.T. contrasts sharply v/ith the enormous changes in 
school population in Sydney regional schools, especially regional schools 
served by fourth-form feeder schools.* At Sion Convent, for instance, 152 
students enrolled in first-form in 1965; 36 of these students left school 
before fourth-form and another 73 left at the end of fourth-form. At the 
beginning of 1969, 42 new students enrolled in the school for the two 
final years of secondary schooling. At Chisholm High 22 new students 
enrolled in fifth-form in 1969. Details of the movement of school 
population are recorded below in Table 2.7.
Table 2.7
Secondary Schooling Experiences of Students in the Sample by School:
Frequencies
School
Present in 
School since 
1st Form
Transferred to 
Present School 
between 1st 
and 4 th Forms
Transferred 
at 5th Form 
to present 
school
N o . in 
6th Form 
1970
Sydney Private 
Mitchell Hall 63 6 7 76
Cavan Park 69 13 13 95
Sydney Regional 
St M a r y’s 45 6 6 57
Sion Convent 42 1 42 85
Chisholm High 32 1 22 55
A.C.T. Regional 
All Hallows 37 7 7 51
Trinity College 36 4 4 44
N.S.W. Regional 
St Margaret's N.A. 26 11 37
Campion High N.A. N.A. 72 72
All Schools 324 64 184 572
* There were 18 fourth-form feeder schools sending pupils on 
to regional schools in the study. Principals of these 
fourth-form schools furnished data on fourth-form leavers in
1969, 1970. Between 36% (1969), and 3Q% (1970) continued to 
sixth-form schools, and of these slightly more than two 
thirds went to Catholic schools. (67.5/6 in 1969, 74% in
1970.)
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When students from six fourth-form schools come into a very large 
class at fifth-form level, especially where one group, (42 in this instance) 
has already been in the school for four years, the principal has a very 
real problem of establishing that sense of group loyalty and belonging so 
long characteristic of the senior Convent secondary school. As one 
sixth-former from the school wrote; "After eighteen months in the school, 
the principal does not even know m y  name." Another student commented on 
the difficulty of integrating new pupils. "I am a comparatively new girl, 
and found that girls who had been here longer, although they accepted you, 
seemed to keep to themselves." At the same time in the "things 
appreciated" about the school, the same student could write; "I have come 
to appreciate the school spirit, the teachers and girls and also the fun 
of learning." (The "fun of learning" is not exactly a conspicuous element 
in s t u d e n t s 1 impressions of their schools but I will return to this point 
later.)
While the rapid change of population does create problems for the
principal and for the girls themselves, the problems are by no means
insurmountable; this will be obvious in the very great support that the
principal of this particular school (Sion Convent) was able to mobilize
in spite of the apparent obstacles of very large numbers and a rapidly
-ft
changing population. In these regional schools, however, especially 
the regional schools in Sydney where there is a streaming out at 
fourth-form and creaming in process at fifth-form, there do seem to be 
some selective policies at work. Theoretically all students from the 
region are accepted, but at least two of the Sydney regional principals 
actively discourage the less able students from continuing to sixth-form. 
(This is probably true too of man y  of the local State high schools.) In 
this way the scho o l’s function as selector for tertiary education is 
emphasized in one school where 20 years ago, its 10 or 12 final year 
students enjoyed what might now be called a liberal education, with not 
m u c h  stress on examination results - and not muc h  examination success 
generally.
However^students in 1970 are already having one more year of 
secondary educatior than they were 20 years ago, and at least in the 
Sydney and N.S.W. regional schools, continuation to sixth-form is governed 
more b y  desire for university entry than for liberal education as formerly 
understood. The principal’s selective policies here axe probably
* This refers forward to the scales on Student Moral? and 
S t u d e n t s’ Perceptions of the Principal, discussed in 
Chapter 8.
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emphasizing the examination achievement orientation of students; 
meanwhile the student clientele has changed as will be obvious from the 
following chapter. The daughters of working class parents are more often 
in these schools now and are probably using the school for upward social 
mobility. Some evidence for this is suggested in Chapter 7 °n the Goal 
Satisfaction scores. It is possible then that the regional Convent 
school’s role is subtly changing, both in the selection procedures of 
principals and in the aspirations of students themselves. As one student 
from a Sydney regional school put it (commenting on extensions etc.):
"I would have rathered all this money be spent on getting us decent 
teachers wh o’d get us through." At the same time the examination 
orientation of private school pupils is very strong, much stronger, I 
suspect than their principals realize. These points will be discussed 
more fully in Chapter 7*
In Table 2.7 above I have included an account of the movement of 
student population to show the.striking differences between the private 
and regional schools in Sydney, and between the regional schools of the 
A.C.T. and N.S.W. The private schools have quite large proportion of the 
sixth-form group present in the school for six years (63/7 6, 69/95), and 
over one third of this group actually in the school for more than 10 
years (27/ 63, 26/ 69). Moreover7the transfer from other schools tends to 
be gradual and not in one large group at fifth-form level, as in the 
regional schools. Of the 26 pupils, for instance, who had joined the 1970 
sixth-form group at Cavan Park, only 13 (12$) were new in 1969; at 
Mitchell Hall the number was seven (9$)» Other additions to the class 
had taken place in very small numbers over the years from 1965 onwards.
In the regional schools on the other hand, especially those served by 
feeder schools, (Sion Convent, Chisholm High), the composition of the 
sixth-form group changed radically at fifth-form level: 42/85 new pupils 
in one, 22/54 in the other.
In Table 2.8 below there is an account of the students’ primary 
school experiences. The most striking feature of this table is that these 
Catholic students have spent practically all their school lives in 
Catholic schools. Only 15 Catholics have had State primary school 
education (the six non-Catholics in the study are equally divided between 
State and Independent primary schooling), and of these 15, 12 are students 
from rural areas v/here there was no parochial school, and they transferred 
to boarding school sometime before or at fifth-form level, four to private 
schools in Sydney, eight to country Convent schools attached to 
St, Margaret’s. The transfer to Catholic schools at secondary level (that 
is, after first-form) from State and Independent schools is also very
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slight. There were 16 such transfers, the six non-Catholics in the sample 
and 10 Catholics most of whom were from rural areas where no Catholic 
junior secondary school was available. This point has been laboured 
somewhat to show that a very great majority of students in sixth-form 
Catholic schools have had all their schooling in Catholic Schools. The 
relevance of this point will become obvious in Chapter 9 on Religious 
Outcomes, and in the final chapter on Implications.
Table 2.8
Primary School Experience of Students in the Sample by Schools “.Frequencies.
School
Primary Schooling
No. in 6th Form
Catholic State/Other 1970
Sydney Private
Mitchell Hall 74 2 76
Cavan Park 93 2 95
Sydney Regional
St. M a r y’s 55 2 57
Sion Convent 85 0 85
Chisholm High 54 1 55
A.C.T. Regional
All Hallows 48 3 51
Trinity College 44 0 45
N.S.W. Regional
St. M a r g a r e t’s 28 9 37
Campion High 70 2 72
551 21 572
Six of these students v/ith non-Catholic primary schooling 
are not Catholics.
*
The final characteristic of the student population is the 
comparative absence of non-Catholics. While Convent secondary schools early 
in the twentieth century had as m any as one third or one half of pupils 
Protestant or Jewish, comparatively few such students are to be found 
today. In this sample there were four Buddhists and two Anglicans. These 
students answered the questionnaires for the most part; at the 
headmistresses’ request the Buddhist students were exempt from the 
Religious Outcomes Inventory.
Side by side with these increases in the number of pupils, there 
has been a corresponding expansion of physical plant and an extension of 
curriculum offerings. Within these nine schools alone, the period i960 to 
the present has seen an expenditure of over Each school.had a new
science block and library built within the twelve year period, as well as 
extensive additions to existing class-rooms. All schools in the study 
offered at sixth-form level; English, French, Latin or German, M o d e m  and 
Ancient History, Geography, Economics, Music, Science, Mathematics. Three 
schools offered Art as well and one offered Agriculture. There are no 
appreciable differences between schools; four out of five Sydney schools 
had students taking Level I Science, three out of four of the schools 
Beyond Sydney had students taking Level I Science.
Changes in Staff Composition and Qualifications.
The second characteristic feature of Australian education in the 
period 1950-1970 is the rapid increase in staff, and proportionately a 
greater increase in the number of staff than in the number of pupils.
Despite the great increases in the number of students already recorded 
in Table 2.1, the pupil-teacher ratios have continued to improve within
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* One other feature of the student population is that generally 
they are Australian born. On m y  original pilot study on the 
Goals Questionnaire done with fifth-form students in 1969 
there w a s  a question on the country of birth; 93*4$ of the 
fifth-form students then at school were actually born in 
Australia. As I have pointed out elsewhere,however,this was 
not the complete sample. The questionnaire was given in the 
final two weeks of the third term when m any fifth-form 
students have already left school for the year to take 
positions for the summer holidays. Only 442 answered the 
item, and hence the figure 93*4$ m a y  be an over-estimate of 
the Australian born.
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the period 1950-1970. This improved pupil-teacher ratio is recorded in 
Table 2.9 below.
Table 2.9
*
Crude Pupil-Teacher Ratios for Various Groups of Schools 1950, 19^5, 1970.
Government
Schools
Catholic
Schools
Other Independent
Schools
1950 27.0 32.5 19.4
1965 24.7 36.5 16.6
1970 22.5 29.8 15.5
* These figures are derived from J. Bourke; "The Australian 
Teaching Force : The Catholic Schools Sector" at a seminar at 
the Australian National University, October 6th. 1971« It 
should be pointed out that the very favourable pupil-teacher 
ratios for the Independent schools is partly a reflection of 
the fact that the great majority of their pupils are in 
secondary school (66$ in comparison v/ith about 33$ in 
Government and Catholic schools).
The apparent improved situation in pupil-teacher ratios indicated in Table 
2.9 above can be deceptive, however. The greatest proportional increases 
of both pupils and teachers have been in the last two years of secondary 
schooling, where classes are inevitably small. In sixth-form it is quite 
common for groups of five or less to be taking Level I courses in almost 
any subject except English; except for English, the average size of Level 
I classes in the nine schools in this sample was three. In the period 
1965-1970 in New South T7ales and the Australian Capital Territory the 
number of secondary teachers in Catholic schools rose by 701 or 35$ in the 
same period the number of students increased by 9,766 or 18$. (Bourke,1971*) 
At first glance this appears to be a very favourable situation, v/ith 
teachers about double the (proportionate) increase of students. Hov/ever^the 
introduction of the Wyndham scheme in 1962 has to be taken into account.
In the years 1968-1970, the increases in New South Wales fifth and 
sixth-form Catholic schools represents 42$ of the total secondary increase 
for all six forms of the Catholic high schools. (Bourke, 1971«) This 
heavy concentration of increased student enrolment at the higher end of the 
school explains at least in part and perhaps even cancels out the apparent 
improved situation in available teaching personnel.
The schools in the study manifest something of the improved pupil- 
teacher ratio in Catholic schools generally recorded in Table 2.9 above.
The average pupil-teacher ratio for this sample is 23«4, but there are wide 
variations between schools, v/ith ratios ranging from 16.2 in Campion High
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to 27*2 in Sion Convent, the largest regional school in the study. In view 
of the frequent statements that the rich get the best opportunities, it is 
of interest to note that the lowest S.E.S. group of schools, N.S.W. 
Regional^has the best pupil-teacher ratios and the highest proportion of 
graduates and religious Sisters on the Staff.
Increase in the number of lay teachers.
Another marked feature of the contemporary Catholic high school is 
the presence of a large number of lay teachers. Twenty years ago well over 
90$ of teachers v/ere religious Sisters, Brothers or Priests; by 1970 the 
proportion of religious is down to about 50$  generally and down to about 
447° in metropolitan secondary schools. It is difficult to get exact figures, 
but Table 2.10 below gives some idea of the change for Australia generally*
Table 2,10
Lay Teachers as Proportion of Total Teaching Staff in Australian Catholic
Schools : Selected Years.*
Year $  Lay Staff
1950 5.0
1962 19.1
1965 27.7
1970 47.8
* These figures have been derived from figures prepared 
by the Catholic Education Office, Sydney. The figures 
for 1950 are based on an estimate.
The only figures available indicate that in 1970 the proportion of 
lay teachers for N.S.W. and the A.C.T. was higher than the national figure, 
being 49*5$ and 51.2$ respectively. (Bourke, 1971*) In this study there 
are 223 teachers, including 109 lay teachers; the proportion of lay teachers 
in the sample therefore is about 50$  and almost exactly the figure given 
above for N.S.W. and A.C.T. combined. There are differences^however7 
between metropolitan and country areas in this study (and in Australia 
generally); the predominance of lay teachers in metropolitan areas is 
shown in Table 2.11 below. The Sydney and A.C.T. schools in the sample 
have 55$ lay staff, while N.S.W. regional schools have only 21$ lay staff.
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Table 2.11
Lay Staff as Proportion of Total Staff b y  Groups of Schools.
Groups of Schools
Total No. 
of Staff
No. of Lay 
Staff
$  of Lay 
Staff
Sydney; Private (2) 49 27 55.1
Sydney: Regional (3) 82 46 56.1
A.C . T . : Regional (2) 50 27 54.0
N . S . W . : Regional (2) 42 9 21.4
All Schools 223 109 49.6
The increase in the number of lay staff employed in Catholic schools 
has been accompanied by a gradual decrease in the number of religious 
Sisters in secondary schools. In 1950 there were at least four or five 
Sisters for every 100 pupils; by 1960 there were three Sisters for every 
100 pupils, and by 1970 the proportion had dropped to 2.3 in this sample 
generally and to 1 .4 in some of the Sydney schools. In Table 2.12 below
I have summarized the data thus far presented giving pupil-teacher ratios, 
lay-teacher ratios and the number of religious Sisters per 100 students in 
each of the nine schools in the study.
Table 2.12
Pupi1-Teacher, Lay Teacher, Pupil-Religious Ratios by School.
School Code
Pupil-Teacher
Ratio
1°
Lay Staff
No. of full time 
Religious per 
100 pupils
Sydney Private
Mitchell Hall 26.3 70 1.4
Cavan Park 21.5 50 2.3
Sydney Regional
St. M a r y’s 26.0 64 1.4
Sion Convent 27.2 56 1.6
Chisholm High 25.0 42 2.1
A.C.T. Regional
All Hallows 22.1 64 1.6
Trinity College 26.0 43 2.6
N.S.W. Regional
St. M a r g a r e t’s 20.6 27 3.5
Campion High 16.2 20 4.9
All Schools 23.4 50 2.3
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The effect of large increases of lay staff in Catholic schools has 
had a number of important consequences, some of which are relevant to m y  
study. In the first place, lay staff add considerably to the cost of 
maintaining the schools, and there is some evidence to suggest that the 
expense now involved in Catholic secondary schools is beyond the means of 
working class parents. However,lay teachers and Directors of Catholic 
Education, who have come increasingly to depend on lay staff, object very 
strongly to the constant of unintended association of lay staff with rising 
costs as if lay staff were only a nuisance value to the system. There is 
no doubt that m any lay teachers have made a valuable contribution to 
Catholic schools; there is no doubt either that the climate of opinion is
*
changing with regard to the position of lay teachers in the Catholic system.
The contribution of lay teachers has been the tangible one of 
accepting lower stipends than offered b y  the State Department authorities 
for comparable qualifications and experience. Some principals, however, 
say that Catholic schools therefore attract inferior quality staff, at 
least on some occasions. At present teachers in Catholic schools work 
under an award system of stipends, which will reach parity w ith the 
government schools by 19 7 4* U p  till the present, there has not been a 
career structure possible for lay teachers in Catholic schools 
(Griffin, 1966), and it is possible that lay teachers have "used" the 
Catholic system and in turn have been "used by" the Catholic system. This 
means that some lay teachers at least have taken positions in Catholic 
schools without any commitment to what Catholic schools stand for; the 
reasons for preferring Catholic schools are often that disciplinary 
problems are minimal, at least in comparison with local.State schools. 
However, changes are occurring in this state of affairs, and the question 
of careers for lay teachers in Catholic schools is now no longer a matter 
for speculation, with the appointment of eight lay principals in Victorian 
primary schools and one in T7agga; from 1973 a large Catholic boys' high 
school in Sydney will be completely staffed by lay teachers.
The entry of large numbers of lay teachers has had another important 
effect; to call in question the role of the religious Sister, and to bring 
her into some competition with the lay teacher. Since the second Vatican 
Council there has been a new emphasis on the role of lay people in the 
Church, and as Ammentorp (1968) points out, the older "ascribed" role of
* Cf. Griffin ( 1966), Bedwell ( 1965), Bourke ( 1969).
religious now has to give w a y  to a role based on achievement - hence a
*
professional rather than an ascribed role. The "ascribed” role meant that 
the religious Sister was valued because she was a religious - and just 
because she was a religious, she was supposed to be able to counsel, teach 
everything and administer schools. Catholic schools from the beginning 
have probably played down the professional expertise necessary to maintain 
schools. Dedication helps, but it does not get the sixth-formers through 
the Higher School Certificate; and in the competitive v/orld of the 
seventies, this is what parents and pupils desire.
Thus religious teachers now are in a stage of transition with 
regard to their role in the Catholic school. On the one hand, parents, 
pupils and religious themselves are emphasizing the professional role of 
the teacher and the increasing need for qualifications; on the other hand, 
parents and pupils still expect services associated in the past with 
religious teachers, but which now m ay interfere with the professional roles 
of the religious, Parents and students certainly expect that the 
religious teacher will give a fair amount of time to counselling, running 
week-end camps and after school seminars, attending hikes, barbecues and 
school dances, coaching sports teams and watching school sports fixtures.
Academic Qualifications of T e a c h e r s .
Unfortunately, there are no accurate figures available for staff 
qualifications in Catholic girls' schools of twenty years ago. One can 
safely assert that for the most part one or two Sisters on each staff had a 
University degree; fewer had a Diploma in Education. The great majority 
of Sisters would have done a one year teaching training course v/ithin the 
training college of the congregation; this was a primary school course and 
gained Victorian registration - no comparable registration was available or 
required in New South Wales. Some of the Sisters would have had no 
professional training whatever though I have not been able to find exact 
figures on this.
By 1970» 54$ of all teachers were University graduates, and 64$  had 
received at least a two year teaching training course at either a State or 
Catholic Teachers' Colleger Within this 64$  of Teachers' College graduates 
are included the fairly large group of teachers who have a Diploma of
* This change in role is well brought out in the study of the 
Christian Brothers in the United States by W. Ammentorp (1968). 
M y  evidence for student expectations is derived from students' 
comments on what they appreciate or do not like about the school.
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Education, in addition to a University degree. There are now in the 
schools 17$  of staff with one year teacher training and all are religious. 
There are a further 14$ of teachers with special qualifications in music, 
art, needlework, but with no teacher training. In the Sydney schools there 
are no substantial differences between Sisters and lay teachers in the 
amount of formal education they have received. On the other hand the 
qualifications of A.C.T. lay staff tends to be superior to those of the 
religious Sisters in the same schools and this undoubtedly is a reflection 
of the fact that Canberra is the most "educated” city in Australia for lay 
people generally.
In Table 2.13 below is an account of the staff qualifications for 
the whole sample and for individual schools.
Table 2.13
Staff Qualifications by School : Percentages.
School
University
Graduates
Teachers’ 
College 
(at least 
2 years.)
One Year 
T.C.
Training
Special 
Qualifications 
No T.C. Training
i i i i
Sydney Private
Mitchell Hall 54 75 15 10
Cavan Park 54 63 12 15
Sydney Regional
St. Mary’s 41 64 18 13
Sion Convent 55 53 18 7
Chisholm High 36 63 22 15
A.C.T. Regional
All Hallows 51 65 19 11
Trinity College 55 59 20 24
N.S.W. Regional
St. Margaret’s 37 52 25 20
Campion High 100 70 0 0
All Schools 54 63 17 14
Table 2.13 above shows that the high S.E.S. schools - Sydney Private and 
A.C.T. Regional-have about the same proportion of graduates (54$» 53$) but 
that private schools have more Teachers’ College Graduates. Sydney 
Regional Schools on the other hand have fewer graduates (44$) and one 
N.S.W. Regional school has only 37$ graduates. This situation is very much 
influenced by past history of the particular congregations, their 
comparative isolation in a country diocese and their own internal structure 
and commitment to works other than education. One obvious feature of the 
table is the virtual disappearance of the one year trained teacher from
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Catholic girls’ high schools: 17$ now and it could well have been 80$
20 years ago. A good many religious staff (20$) and some lay staff (5$) 
are completing degrees externally from the University of New England.
Staff Tenure and Religion
Another common feature of most schools now, and these schools in 
particular, is the large turn over of staff each year; in this sample,
38c/o of all staff are new in 1970, but in some schools 50$  of the staff are 
new in 1970* Add to this the fact that 25$ of the teachers are part time, 
and it is obvious that there is some loss of stability and continuity 
characteristic of Convent high schools formerly. To redress the balance 
somewhat I should point out that 21$ of all staff have been in the schools 
for more than five years, and most of these are religious Sisters. What 
is perhaps most surprising of all is the large proportion of non-Catholic 
lay staff, 20$ of the total staff and therefore 40$ of all lay staff. To 
anticipate some results on staff morale and staff perceptions of the 
principal, I should point out that the religious denomination of teachers 
apparently makes little difference. The principal can select her own lay 
staff, and hence may select people for their personal qualities rather than 
just for their religious affiliations. As one principal remarked "Better 
a good Buddhist or Jew than a bad Catholic.". There was a wide variety of 
religions listed by lay staff: Anglican, Presbyterian, Methodist,
Buddhist, Jewish,Moslem, Greek Orthodox and in three cases "no religion". 
The details of staff tenure and religion just discussed have been recorded 
below in Table 2.14»
Table 2.14
Characteristics of Staff Tenure and Religion by School : Percentages.
School
More than 
5 years
Less than 
1 year
Part time 
Teachers
Non-Catholic 
Teachers
Sydney Private fo 1° 1° $
Mitchell Hall 19 27 31 25
Cavan Park 32 47 12 12
Sydney Regional
St. Mary’s 25 50 41 16
Sion Convent 21 39 29 32
Chisholm High 4 56 0 15
A.C.T. Regional
All Hallows 16 26 35 29
Trinity College 31 24 28 21
N.S.W. Regional
St. Margaret’s N.A. 32 23 10
Campion High N.A. 38 31 22
All Schools 21 38 25 20
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Table 2.14 reveals that there are minor differences from school to 
school, bat they do not seem to conform to any regular pattern. The 
greatest turn over in staff seems to be in the Sydney schools where over 
42$  of teachers are new in 1 9 7 0; the corresponding proportion for the 
schools beyond Sydney is 28$. These features of the schools - the length 
of tenure, the rapid change in population, the number of part-time teachers 
are all undoubtedly contributing in important ways to staff climate. The 
principals7however,stressed the problems of getting staff at all and many 
schools in the study were labouring under great difficulties during 1970 
because of staff shortages; this factor is extremely important in 
discussing staff morale later in the study. Because of the scarcity of 
trained personnel, especially in Science, principals were forced to accept 
almost anyone who applied, and were forced, therefore, to discount 
features of their school policy which otherwise might be thought desirables 
full-time teachers for instance, staff with teacher training, and religion.
With regard to religion^there is no evidence as yet that lay people 
of differing religions make a contribution to the religious life of the 
schools, in fostering Ecumenism, for instance, or the study of comparative 
religions. One school, however, conducted a week-end residential seminar 
for Sisters, lay-staff and senior students to discuss the goals of the 
school; another school had a communications workshop for one day for all 
staff to formulate school policy. On both these occasions the positive 
contributions of all lay teachers, whether Catholic or not, were commented 
on. And while it would not be true to say from the evidence in this study 
that lay teachers now participate in mak i n g  policy decisions within the 
Catholic school system, there is at least some evidence that such 
participation is seen as both possible and desirable .
The principals in the nine sc h o o l s .
At the beginning of this chapter I sketched the Convent high schools 
of twenty years ago emphasizing particularly that they were small, 
socially genteel and cloistered. In the course of this chapter I have 
examined some of the changes in the schools in that time. The small 
schools have given way to v e r y  large ones; the social gentility has given 
way to a fairly firm examination orientation; and finally the cloister 
has given way to a largely secular staff. However, not all has changed. 
There is at least one feature common to the schools of 1950 and 1970; 
this is the Sister-Principal.
Typically these principals are in their mid-forties, hard working, 
capable and well respected members of their congregations. The evidence 
for the hard work is given in their daily horarium and holiday conference
■K'
attendances. Apart from community and spiritual exercises a typical day 
includes three or four teaching periods - in schools whose average size is 
over 600 - three hours of administration, one hour on disciplinary matters 
within the school, one hour v/ith parents and one hour at a meeting or 
conference - either v/ith staff, or prefects or form mistresses, or p a r e n t’s 
associations. Ideally of course these principals would be non-teaching as 
are the headmistresses in comparable State schools; ideally too they would 
have deputy principals and secretaries who could cope v/ith the 
administrative details. But only in some multi-order schools and the 
largest regional school v/as there evidence of consistent secretarial help. 
The private schools in Sydney, despite an apparent elite status, were
_ ** 
worst off of all groups ih the way of administrative support - a point 
that needs to be taken into account in future discussions of staff morale. 
At any rate the p r incipal’s role in the contemporary sixth-form school is 
one that demands the consistent dedication of about nine hours per day - 
every day.
Principals were asked to keep a diary of a particular week, and a 
list of societies and committees they belonged to, and an account of 
conferences and meetings attended in the previous six months. This period 
included the Christmas and M a y  vacations, roughly a nine w eek period, and 
tv/o principals actually spent the best part of eight weeks of this time at 
conferences, in-service courses, congregation meetings to re-write 
constitutions and prepare submissions for the General Council of the 
Congregation.
The evidence for capability is harder to document. All principals 
in the study have at least a first degree in Arts or Science - one a degree 
in Medicine as v/ell - and all have a Diploma of Education. Most of the 
Sisters (eight) completed their degrees after entering the Convent, 
generally on a part-time basis. Five of the principals have a second 
degree, and another has completed the course-work for a Master of Education 
degree. M a n y  are represented on the various subject committees and local 
education authority committees; one is a member of the State Advisory 
Committee on Education, one is a member of the local Symphony Orchestra.
Partly no doubt because they are hard-working and capable, these 
Sisters are well respected members of their own congregations. Two of the
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* They vary from congregation to congregation the minimum would 
be tv/o hours a day - the maximum about three hours.
** One of the principals in the private schools wrote out by hand 
the staff and school inventories I needed for this study. In 
all but one of the regional schools, these inventories were 
typed by a secretary.
principals are actually Superiors of their local Convents and two have been 
Superiors; since 1970 two have represented their congregations at overseas 
Chapters and two others are now studying religious education overseas. One 
has been awarded a Queen's honour for her contribution to education, 
another has since been promoted within the system to the principal-ship of 
a large Teachers' College. All of them in some way have worked within 
their congregations on the various commissions set up since Vatican Council
II to update constitutions.
Despite their exacting programmes, and despite the various serious 
problems especially with regard to staff provision, these principals were 
essentially optimistic. They were generally in favour of the changes which 
had characterised their congregations since the Second Vatican Council - 
they were generally convinced that the Catholic school was a viable 
institution and that it had a special role in contemporary Australian 
society. With regard to their own role they were almost unanimous in 
putting the personal growth of the girls as their prime consideration. In 
"things liked best about their role", eight mentioned this, and there was a 
remarkable similarity about their first choice: "helping to build a growth 
atmosphere for the girls", "being able to give adolescents a sense of their 
own identity", "commending girls when the opportunities arise", "person to 
person relating with the girls". The second aspect of the role most often 
appreciated is an extension of this first one - the building of a spirit of 
acceptance between students and staff, "the challenge of working with 
senior girls in a cooperative venture" (in a fifth-sixth form school), 
"working on an 'open policy1 system which could be modified as the living 
situation changed". Another aspect of their role that these principals 
like best is teaching - six of the nine mentioned this, and all had Christian 
Doctrine classes with sixth-form and obviously linked their primary 
principal role mentioned above with their teaching role.
The aspects of their role that the principals liked least were 
disciplinary ones. Phrases like "general police work", "investigating 
student crimes", "threatening the non-cooperative", "having a show-down 
with a class on behalf of a teacher" occur on every principal's list. The 
next least pleasant aspect of their role was administration, either paper 
work administration: "the mountain of forms to be filled in", or having to 
negotiate salaries with the Catholic Education Office; or the more mundane 
tasks of having responsibility for school-cleaning and maintenance of 
the grounds and having to deal with the "everlasting salesmen". Two 
principals from multi-order schools mentioned the difficulty of having to 
correct Sisters of other congregations; two other principals mentioned the 
embarrassment of having to check on teacher competence and on having to 
dismiss teachers.
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W ith regard, to the changes in the role of the principal in twenty 
years, the principals had some frank and amusing things to say. All had 
been in their religious congregations for at least twenty years - all had 
been students in a school of the congregation which they later joined; in 
the case of the multi-order h igh schools, most principals had had long 
associations v/ith the diocese where their present school was then situated. 
The account I give here is derived from their comments.
Twenty years ago the Catholic senior g i r l s’ school was 
administratively an extension of the Convent. The local superior was really 
the principal: she enrolled pupils, made arrangements about fees and fee 
concessions, had the final say on discipline, dictated changes in the time 
table, either for her own convenience or in the interests of her Sisters 
who were her subjects in the community. The Superior employed teachers 
and dismissed them, decided how many would be employed and negotiated 
directly w ith the Provincial about the supply of religious Sisters for the 
school staff. The financial affairs of the Convent and the school were 
inextricably linked, and known only to the Superior - and often not fully 
comprehended even by her. The principal was then in the position of having 
responsibility without authority. Her position was really very like that 
of the deputy principal today - only the roles were not clearly defined.
The principal arranged the time-table, saw to the general discipline of the 
school, filled in the forms for the various education offices - and 
taught full time as well.
Yet this odd system worked fairly well, partly pe r h a p s ,because the 
prevailing concept of obedience reinforced the S u perior’s role, partly 
because the schools generally were small and did not require elaborate 
administration, or the separation of administrative roles of the Superior 
and the principal. At any rate the system did work, and one should point 
out in all fairness that m any of the Superiors had been principals, and 
hence not altogether ignorant of the demands of the school. At the same 
time principals were occasionally subjected to the caprice and even the 
ignorance of superiors who made decisions w hich the principals had to 
implement. In one case, for instance, a Superior booked in twenty more 
first-form students than there were places for, in terms of room space and 
furniture, and the principal was blandly told to "find places" - without 
any financial expenditure. On another occasion, a Superior accepted into 
fifth-form a student demanding subjects which the school was not offering.
Now, however the situation is different, and only in some private 
schools do the roles of superior and principal still overlap and even in 
schools where they do, there is evidence of change. The reasons for the 
change are difficult to document but the following would be relevant in
62.
New South ¥ales and possibly in Australia generally: the general change 
of climate as regards school administration, and the development of courses 
in educational administration particularly at the University of New England; 
the greater freedom of Sisters generally, resulting in more contact between 
congregations of Sisters, at diocesan, state and national levels, and a 
consequent move away from the isolation and sometimes the chanvinism that 
formerly characterized religious congregations.
This development in administrative courses and greater freedom of 
Sisters are connected, the increased contact between Sisters often took 
place at In-Service Courses,,and residential schools provided by the State 
Department of Education or the Universities. Side by side with these 
developments there has been the gradual rationalization of the Chur c h’s 
commitment to education already discussed in the growth of regional schools 
under the control of the local Catholic education authority, and away from 
the control of the order, and the establishment of larger and fewer 
Catholic t e a c h e r s’ colleges where Sisters from all orders and lay teachers 
have their teacher education in common. The Catholic T e a c h e r s’ College in 
Sydney and Christ College in Melbourne are examples of such developments.
The isolation and possible chauvinism of earlier times are 
difficult to document but in man y  ways they were undoubtedly present, and 
some would say inevitably present. Competition for pupils, subtle 
preferences for "our" girls, "our ways of doing things" are perhaps 
characteristics of schools everywhere, but it is almost impossible to 
describe the single minded adherence to "our v/ay of doing things" that has 
characterized some religious orders, , an adherence that sometimes has all 
the elements of the ghetto mentality, and degenerated often into unseemly, 
not to say unchristian, behaviour. The image created by competing religious 
congregations is probably well expressed by the fifth-form captain in a new 
multi-order h igh school, who found it worthy of comment, that Sisters of 
different congregations could work together on such friendly terms I 
Apparently her previous experience in a single-order school had not 
prepared her for ordinary Christian behaviour on the part of the Sisters.
Another important aspect of the emergence of the principal's role, 
as distinct from the superior's role had been a re-evaluation of the concept 
of authority. This, of course, is part of a m u c h  larger movement but in 
this context the older idea of the "grace of office" of the superior has 
given way to a more collegial approach to administration, and to a 
recognition that the Spirit might speak to others as well as to the 
superior. This has been associated v/ith what is commonly called a growth 
of personalism, and a recognition of the need for personal freedom and
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responsibility. The restrictions of twenty years ago o n.Sisters’ travel, 
personal correspondence, contacts v/ith the outside world, and choice of 
occupation seem ludicrous now. In this new climate of opinion, and in the 
movement away from the matriarchal conventual atmosphere, there is scope 
for the principal to exercise her role as a fully professional person. The 
sheer growth of numbers, however, has probably made this professionalization 
inevitable; larger schools have meant larger communities and more lay 
staffs, and the complexity of administration has made some demarcation of 
roles necessary. When this study began in 1969, for instance, the three 
single-order regional schools in the study combined in one person the roles 
of principal and superior; by 1971 none of them had the two roles combined.
So far in this section I have looked at the characteristics of the 
principals in this study, and I have used their comments to suggest some 
of the developments in the role of the principal in the past tv/enty years.
I have not emphasized the difficulties of the role nor the special problems 
of individual principals. Instead, I have tried to give some sense of the 
living reality of dedicated and capable people coping with the new and 
challenging situations discussed at length earlier in this chapter. There 
are difficulties however; at least some of these are special to the 
religious school and transcend common problems such as staff recruitment 
and the inferior status of the teaching profession in Australia. In 
conclusion I want to isolate two of these difficulties for the religious 
school and for the principal of such a school.
The school proclaiming specific religious and moral goals is a 
particularly vulnerable institution. It needs to be scrupulously careful 
that the organization and day to day practices of the school actually 
support these goals and do not contradict them. The central tenet of 
Christianity, of loving God first and then neighbour as self, in the 
school situation means reverencing the individual apart from her ability 
in the class room, the prefect system or the sports field. It means also 
the giving of genuinely equal educational opportunities and creating a 
community within the schools which in some way reflects C h r i s t’s own 
criteria for discipleship... "By this shall all me n  know..."
At the same time the specifically religious school has a problem 
of relevance, at least in contemporary Australia but possibly in the 
Western world generally. Christian values like worship of God, commitment 
to Christ, love of neighbour might seem to the seventeen year old to be 
out of touch v/ith the realities of her world - the persuasive adolescent 
culture courted by the advertising industry and mass media, the new 
permissiveness in sexual behaviour, the growth of violence in her
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life-time. These Christian values ma y  well be out of touch w ith the 
realities of the parents' world as well, or at least in conflict with other 
goals that they seek for their daughters, examination success or material 
achievement,for instance. The continued existence of the religious school, 
or of any independent school for that matter, depends on the financial 
and moral support of the parents. iThen the religious school is no longer 
seen as relevant or acceptable to parents, it will certainly cease to 
exist - as a religious school, though it ma y  well take on other goals.
The special task of a principal of a religious school is to reconcile the 
possible conflicting goals of the different groups involved in supporting 
such a school: the church and the parents. In the next chapter I intend 
to examine in some detail the quality of parental support for the 
religious goals of the schools in this study; in the succeeding chapter 
I intend to examine some of the theoretical issues involved in religious 
education generally.
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M E  STU D E N T S : SOCIAL AN D  RELIGIOUS BACKGROUND
Given the ’n a t u r e 1 of the schools already discussed: the goals, 
the administrative policies, the principals and the staff, obviously the 
most important factor influencing the cultural environment of the schools 
is the student clientele. In this study they are sixth-form Catholic 
girls, who have stayed on at school beyond the minimum leaving age,
•&
generally of their own free will, and generally to acquire the Higher 
School Certificate, which is necessary for entry to tertiary education.
The most obvious difference in the student clientele of 1970 in comparison 
w ith that of 1950 is that students are older - the average age was 17.6 
years in August 1970 - and the students are quite definitely oriented to 
examination success. In April 1970, 76% of the students intended to go 
on w i t h  tertiary education, and by April 1971 at least 68% had undertaken 
some form of tertiary study. This vast change in the orientations of 
Catholic girls between 1950 and 1970 is a reflection of general social 
changes. The career opportunities for girls now are richer, and 
educational requirements for almost any professional or paraprofessional 
career are much higher than ever before; nursing for instance which has 
always attracted a large proportion of Catholic girls now requires 
matriculation standard for entry, at least in the large metropolitan 
h o s p i t a l s .
Because of the combined factors of mature age and voluntary staying 
on at school, problems of discipline and motivation are at a minimum.
At the same time students have certain aspirations in view of their 
emerging adult roles, aspirations to share in the decision making of the 
schools on questions that affect them, aspirations to have a fair amount 
of personal freedom and to maintain warm human relationships with their 
teachers and their fellow students. Students were asked to write down
Chapter 3
* Only one principal (in a private school) suggested that there was a 
group of students in the school in deference to parents 1 wishes 
and against their own (the students') wishes; this group lacking 
academic motivation of any kind was not large but sufficiently 
vocal in both fifth and sixth-forms to constitute quite a serious 
problem for the principal and the staff, and sometimes for the 
other pupils if one can judge from students' comments.
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what they appreciated about the school, what they did not like about it, 
and what extra subjects they would like the school to offer. There are 
subtle differences from school to school, but generally speaking, when 
student aspirations are met, there is a high degree of student 
satisfaction with their schools. In v i e w  of the contemporary student 
unrest, the surprising thing about the students' comments is the 
relatively high degree of satisfaction v/ith their schools, at least in 
three of the four groups of schools.
In the Australian research literature there is evidence showing the 
influence of the home on achievement at school, particularly achievement 
in examinations: Campbell (1952), Hammond and Cox (1967)5 Keeves and 
Radford (1969), Campbell (1970), Keeves (1972). The findings of this 
research literature determined in large measure what data I collected 
about the students ’ h o m e . As this particular study includes achievement 
i n  religious education as well as examination achievement, I have given 
careful attention to the religion of the parents, their actual religious 
practice, and the expectations they have for the daughter's religious 
practice. The evidence gathered by Greeley and Rossi (1966) suggests 
that the quality of family life is most significant in developing the 
religious values of children; this evidence is supported by Neuwien 
(l966) and Hickman (1969).
I should indicate at the outset, however, that no_ information has 
been collected directly from the parents - all information about the 
homes has been collected from the students. In the questions on the 
structural characteristics of the home: the father's occupation, the 
parents' education and religion, the number of children and the journals 
taken, there is no particular problem involved. Students were warned 
a week ahead of time? that I would be asking questions on the extent of 
p a r e n t s 1 education and the type of school attended by the parents, and 
the response rate here was just on 99$. However, questions about 
parents' expectations of the daughter in religious practice, school 
performance and future career, about parents' interest in the students' 
work, and finally about parents' influence on the student's religious 
development all involve a subjective factor. Eventually in m y  model 
describing the relationships between the various dimensions of the 
students' world, I use phrases like Parental Aspirations, Parental 
Influence, but strictly speaking these scales should be named: Student 
Perceptions of Parental Aspirations, Student Perceptions of Parental 
Influence. It is unfortunate that I was not able to collect data direct 
from parents, but there is a limit to v/hat can be done in any particular
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project.* The parents of the students are never studied for their own 
sake, but only in relation to the performance of their daughters; for 
this reason a good deal of v e r y  interesting data on parents has been 
omitted from this study.**
This chapter is divided into two main sections, one dealing with the 
social class background of students, one dealing with parents* religion;*** 
there is a short third section which relates social class and religious 
background of the students. The social class characteristics examined 
include father's occupation, parental education, Catholic high schooling 
of parents, the journals taken in the home and finally the cost of 
schooling; the religious characteristics examined include the religion 
of each parent, the actual religious practice of parents, and expectations 
of the daughter to practise her religion and finally the parental 
influences on the student's religious development. The chapter concludes 
with a discussion of the relationship between the social class and 
religion on selected background variables of the High and Low Religious 
Homes. The general strategy of the chapter is to discuss the particular 
home variables for the sample as a whole (n = 560), then for the four 
groups of schools and then for individual schools. \7henever possible,
I have tried to relate the findings of this study to other research 
fin d i n g s .
Social Class Background of Students 
Occupation of Students' Fathers
To the question who gets to the Catholic sixth-form school in this 
study, the answer is: the daughter of the white collar worker.**** In 
this sample* just two-thirds of the students have fathers in the 
professional-managerial-clerical category. Occupations v/ere coded using 
the 6 point scale developed by Broom, Jones and Zubrzycki (l966), and in 
Table 3.1 below the proportions in the six occupational categories have 
been recorded.
In a current research project on 24 Catholic sixth-form boys' schools 
in N.S.W. and the A.C.T., Brother Marcellin Flynn is using the 
questionnaires designed for this study of Catholic girls' schools; 
he is using the Goals Questionnaire with parents as well as with 
students and staff. This research is being done in conjunction with 
the School of Education, Macquarie University, Sydney.
I have prepared a large section of the data on parents for separate 
publication at the end of 1972.
*** Full details of the coding procedures for items on social class and 
religious home background are included i n  Appendix 2.
**** I use the phrase "white-collar worker" to refer to the first three 
occupational categories in Table 3.1, and "blue-collar worker" to 
refer to the last three categories.
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Occupations of Fathers of Students in Catholic Girls' 
Sample 1970: Percentage Frequency Distributions
Table 3.1
N  = 560 Occupation %
Professional, Grazier, Sub-professional 21
Managerial, Jbrmer, Shopkeeper 25
Clerical and Non-commissioned Servicemen 20
Skilled Craftsmen and Foremen 17
Semi-skilled and Process Workers 10
Unskilled Workers 7
Total 100
To the question: XJho gets to the private schools in this study?, the 
answer is fairly unambiguously, the daughters of professionals and 
managers. In the two private schools of the sample, 8 0 $  of the students 
have fathers in these occupational categories. To the question: Y/ho 
gets to the regional schools in the study?, the answer is, it all depends 
on the locality. Students in A.C.T. Regional Schools tend to have 
managerial-clerical fathers (62$) while students in Sydney and N.S.W. 
Regional schools tend to have fathers in clerical, skilled and 
semi-skilled occupations; 6 3 %  and 5 4 %  respectively. The vast differences 
between the occupations of the fathers of the students in the four groups 
of schools are given below in Table 3.2.
Table 3.2
Occupation of Fathers by Groups of Schools:
Percentage Frequency Distributions
School Group Sydney
Private
A.C.T.
Regional
Sydney
Regional
N.S.W.
Regional
Occupation N  = 168 N  = 93 N = 193 N = 106
Professional 37 18 13 15
Managerial 43 24 15 18
Clerical 10 39 21 17
Skilled 6 12 28 21
Semi-skilled 3 3 14 16
Unskilled 1 4 9 13
Total 100 100 100 100
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Possibly the more interesting question that one could put in this 
context is: Who do not get to these sixth-form Catholic schools? As 
Table 3*2 above clearly indicates, the answer is: the daughters of 
unskilled workers, especially i n  the Sydney Private schools (l%) and 
the A.C.T. Regional schools (4$); in Sydney and N.S.W. Regional schools, 
however, there is a higher proportion (9$ and 13$) of daughters of 
unskilled workers in the sixth-forms.
The data so far have featured the occupational characteristics of 
homes generally, and of the homes of students in the four different groups 
of schools. While students within each group of schools have reasonably 
homogeneous home backgrounds, there are some important differences.
Cavan Park for instance has almost twice as m any daughters of blue-collar 
workers as the other private school, Mitchell Hall, and this difference 
is a reflection of the geographical locality in Sydney. Trinity College 
has less than half of the professional-managerial fathers characteristic 
of All Hallows, and seven times the number of semi-skilled and unskilled 
fathers; this again is a reflection of locality. Within the Sydney 
Regional schools the differences are not so marked, except that St Mary's 
has about twice as m any managerial fathers as the other two schools. The 
"managersv in this group are predominantly small shopkeepers selling food, 
fruit and vegetables in one of the beach suburbs of Sydney.* Within the 
N.S.W. Regional schools,the differences between groups are again very 
sharply marked. St Margaret's serves a fairly large rural area, and the 
fathers are predominantly small farmers (40$); the relative absence of 
the daughters of unskilled workers at St Margaret's (3$) in comparison 
with Campion High (l8$) is again a reflection of the locality - the latter 
being centred in one of the larger industrial cities outside of Sydney.
In Table 3*3 I have recorded the proportions in each occupational category 
for each of the nine schools.
So far I have answered the question: In terms of the father's 
occupation, who gets to these Catholic girls' schools? I intend now to 
take the question a stage further and ask: Who gets to Catholic 
sixth-form schools generally? Ho w  does the Catholic sixth-form group 
compare with the national sample?
* This school has the largest proportion of migrant fathers,
non-practising Catholic parents and broken homes; in m any ways 
it is a very interesting school, v/here students and parents are 
obviously using the school for reasons other than religious 
education.
Table 3.3
Occupation of Students’ Fathers by School: Percentage Frequency Distributions
School N Profess­
ionals
Managers 
and Farmers
Clerical
Workers
Skilled
Workers
Semi­
skilled
Workers
Unskilled
Workers
Total
Sydney Private
Mitchell Hall 73 38 43 12 6 0 1 100
Cavan Park 95 36 43 8 6 5 1 100
A.C.T. Regional
All Hallows 49 25 31 22 20 0 2 100
Trinity College 44 11 16 57 2 7 7 100
Sydney Regional
St Mary's 57 12 23 19 21 14 11 100
Sion Convent 82 15 12 22 29 12 10 100
Chisholm High 54 11 11 20 33 17 8 100
N.S.W. Regional
St Margaret's 35 11 46 11 20 9 3 100
Campion High 71 17 4 20 21 20 18 100
All Schools 560 21 25 20 17 10 7 100
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Two features about the social class of the schools in this study 
need to be recognised. In the first place the sample covers Catholic 
girls' sixth-form schools only, and there is evidence that girls' 
sixth-form schools, at least within the Catholic sector, tend to educate 
students from a higher social background than that of Catholic boys' 
schools (taking father's occupation as the index of social background). 
Fewer girls get to sixth-form than boys (Radford, 1966) and it is quite 
probable that parents are prepared to makie extra sacrifices for the boy's 
education in v iew of his future role in the family and in society. In 
the second place, the inclusion of the two sixth-form schools in the 
Australian Capital Territory probably biases the sample towards a higher 
social class than is characteristic of Catholics generally, in areas 
outside of Sydney.
Despite the fact that this Catholic girls' sample m a y  be biased 
towards a higher social class by the inclusion of girls' only and of the 
A.C.T. schools, the occupations of fathers of sixth-form girls are still 
below those of the national sample. In 1970, the same year as this 
study, the IEA Science Project* collected data on students in the last 
year of secondary school in Australia, and according to this national 
sample, 59 $  of final year students' fathers are professionals or managers; 
in this study of Catholic girls' schools»the proportion of professionals 
and managers is 46$. The Catholic schools' sample is v/ell 
overrepresented in clerical and skilled workers (37$) in comparison with 
the national sample (25$) and slightly overrepresented in semi-skilled and 
unskilled occupations (l7$, 14$). The details of the two groups are 
given below in Table 3.4.
These figures are only indications and much more careful analyses 
would need to be made to see if New South Wales deviates significantly 
from the national sample, for instance, and to show what proportions of 
Catholics occupy each occupational category. But the indications are 
there that Catholic schools m a y  v/ell be educating more students of 
working class origins than Australian schools generally.
* I am indebted to Mr Malcolm J. Rosier, Senior Research Officer,
A.C.E.R. for a copy of his paper, 'First Results from the IEA 
Science Project.' Address to 1971 Annual Conference of the 
Australian Science Teachers Association (Conasta XX), Croydon, 
N.S.W., 30 August, 1971.
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Comparisons for Occupation of Father Between Catholic 
Sixth-Form Girls* Study and IEA Science Project 
Population IV:* Percentage Frequency Distributions
Table 3-4
Occupation Catholic Girls' 
Sample: 1970
IEA Project 
Pop. IV: 1970
N  = 560 N  = 4188
Professional and Sub-professional 21 26
Managerial, Farmer, Shopkeeper 25 33
Clerical and Non-commissioned 
Servicemen 20 14
Skilled Craftsmen and Foremen 17 11
Semi-skilled and Process Workers 10 8
Unskilled 7 6
Unclas sifiable 0 2
Total 100 100
* Population I V  in the IEA Science Project was defined to 
include all students in the last year of secondary school:
Form VI in N.S.W. and Victoria, Grade 12 in Queensland,
Year 5 in South Australia and Western Australia.
Education of Students1 Parents
The second index of social class is the education of parents, and 
the parents of the students in this sample have had more education than 
Catholics generally. In a recent study of religion and education in 
Australia, Mol (l97l) found that on the 1966 Census, 3 0$ of adults had 
completed secondary education, and for Catholics the proportion was 28$. 
In this particular study of sixth-form girls, 5 5 $  of the fathers and 37$ 
of the mothers have completed secondary education, The formal education 
of parents of students in the sample is given in Table 3-5 below.
Table 3«5
Formal Education of Parents of Students in Sample:
Percentage Frequency Distributions
Education N  = 560 Father Mother
University Degree 20 6
Part Degree/Other Course of Training 22 16
Completed Secondary School 13 15
Some Secondary 32 48
Primary/No Formal Schooling 13 15
Total 100 100
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It is not possible to compare completely the education of the parents 
of students in this sample with those on the IEA Science Project, because 
the categories used are different. In the only category that is common 
however: Primary Only/No Formal Schooling, the differences between the 
two groups are quite large for both parents, w i t h  the Catholic girls' 
sample having more than tv/ice as m a n y  parents in the lowest educational 
category.* Because the other categories are not comparable however, 
inferences about the lower educational attainment of the parents of 
students in the Catholic sample generally would need to be made with 
caution. It is at least possible though that Catholic girls* sixth-form 
schools m a y  be educating students from a lower educational background 
than sixth-form schools generally.
Within the four groups in this sample of schools, h o w e v e r , there are 
very wide differences in parental education. In Table 3.6 below, there is 
an account of the parents' education for Sydney Private, A.C.T. Regional, 
Sydney Regional and N.S.W. Regional. This table on parental education, 
even more than Table 3.2 on father's occupation, shows the striking 
differences between the schools: 35 $  of the fathers of daughters in 
Sydney Private schools have University degrees, 2 5 $  in the A.C.T.
Regional and about 9 $  in the Regional schools of Sydney and N.S.W. At 
the other end of the education scale, about 5 %  of fathers of students in 
Sydney Private and A.C.T. Regional schools have had primary education 
only; for the low social status Regional schools the figures are 1 4 $  for 
Sydney and 33$ for N.S.W. For the education of the mothers,the 
differences are still clear but rather less sharp than for father's 
education. Private and A.C.T. schools have more graduate mothers (9$) 
than Sydney and N.S.W. Regional schools (4$); conversely these low social 
status schools have considerably more mothers who have had primary 
education only; 17 $  in Sydney and 2 8 $  i n N.S.W. Regional - the 
corresponding figure for the Private and A.C.T. schools is 6$. Details 
of parental education are given below in Table 3.6.
* The actual proportions for Primary/No Schooling for Fathers, 
Mothers are: 1 3 $  and 15% in the Catholic Girls' sample, 6% and 
6 $  in the IEA Population IV.
74
Education of Parents by Groups of Schools: 
Percentage Frequency Distributions
Table 3«6
Groups of Schools Sydney
Private
A.C.T.
Regional
Sydney
Regional
N.S.W.
Regional
Education N  = 168 N  = 93 N = 193 N  =  106
Father
University Degree 35 25 10 9
Part Degree/Diploma 22 38 17 16
Completed Secondary 14 12 16 7
Some Secondary 24 22 43 36
Primary/Hone 5 4 14 33
Total 100 100 100 100
Mother
University Degree 9 8 3 5
Part Degree/Diploma 23 20 9 13
Completed Secondary 21 12 15 10
Some Secondary 41 54 55 45
Primary/None 6 6 17 28
Total 100 100 100 100
Table 3*6 above gives a fair indication of the different educational 
backgrounds of the four groups of schools. As with father’s occupations, 
however, there are also wide differences within each group, and these 
differences are obvious from an examination of Table 3-7 below. This 
table shows that within the private schools Cavan Park has considerably 
fewer parents in the first three categories (University Degree, Part 
Degree, Completed Secondary) than has Mitchell Hall: 6 1 %  against 8 3 $  
for fathers, 38 $  against 7 1 $  for mothers. In the A.C.T. schools, A l l  
Hallows parents have had considerably more education than those of 
students at Trinity College; in fact the fathers there have had more 
education than either of the Sydney Private schools.
Catholic High Schooling of Students' Parents
The pattern of favoured background for Sydney Private and A.C.T. 
Regional school students is further seen in the number of parents who 
have been to a Catholic high school, and who presumably would have a 
better understanding of their religion and give more positive support to 
the values of the Catholic school. I say "presumably", however,
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Education of Parents by School: Percentage 
Frequency Distributions
Table 3»7
N
Univ.
Degree
Part Completed Junior 
Degree, Secon- •Secon- 
Diploma dary dary
Primary/
None Total
Father's Education 
Sydney Private 
Mitchell Hall 73 38 24 21 12 4 100
Cavan Park 95 33 20 8 33 6 100
A.C.T. Regional 
A l l  Hallows 44 35 37 10 16 2 100
Trinity College 49 14 39 14 27 6 100
Sydney Regional 
St Mary's 57 16 21 10 39 14 100
Sion Convent 82 11 16 17 46 10 100
Chisholm High 54 2 15 20 43 20 100
N. S.W. Regional 
St Margaret's 35 9 6 6 37 43 100
Campion High 71 10 15 9 34 23 100
All Schools 560 20 22 13 32 13 100
Mother's Education 
Sydney Private 
Mitchell Hall 73 10 34 27 25 4 100
Cavan Park 95 8 14 17 53 8 100
A.C.T. Regional 
A l l  Hallows 44 10 25 14 47 4 100
Trinity College 49 5 16 9 61 9 100
Sydney Regional 
St Mary's 57 2 9 11 63 16 100
Sion Convent 82 6 11 15 51 17 100
Chisholm High 54 0 7 20 54 19 100
N.S.W. Regional 
St Margaret 's 35 3 9 14 51 23 100
Campion High 71 7 17 6 38 32 100
All Schools 560 6 16 15 48 15 100
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because I am not certain in fact that religious schooling for this group 
of parents always entails positive support for the religious values of 
the daughter's school. It is beyond the scope of this c h a pter, and the 
whole project for that matter, to comment on the relations between 
parents' religion and parents' schooling or formal education. What is 
significant, I think, is that for this group of parents, Catholic schooling 
is so obviously connected with social status. This can be seen from an 
examination of Table 3.8 below where the Catholic school experiences of 
the students' parents are recorded. The two groups of schools?which 
have higher social class parents, Sydney Private and A.C.T. Regional, also 
have parents with more Catholic schooling.
Table 3.8
Catholic High Schooling of Parents by Groups 
of Schools: Percentages
Groups of 
Schools
Sydney
Private
A.C.T.
Regional
Sydney
Regional
N.S.W.
Regional
All
Schools
N 168 93 193 106 560
Father 63 63 52 42 55
Mother 69 64 62 58 63
As Table 3.8 indicates, in the sample generally?more mothers than 
fathers have had Catholic high schooling (63$ in comparison with 55$) and 
this holds for each group of schools. While the differences between the 
numbers of fathers and mothers receiving Catholic schooling in the high 
social class schools is slight (6$, 1$), the differences in the Sydney 
and N.S.W. Regional schools is v ery marked indeed (10$, 16$). The 
mothers of these students would have been at school in the period 
immediately before 1950, which I have already described, when there were 
small Convent high schools everywhere, even in remote parts of New South 
Wales; there were fewer Catholic h igh schools available for boys, in 
country areas particularly,and this probably helps to explain the 
differences.
Journals Taken and Cost of Schooling
So far i n  this section on social class backgrounds of students 
generally, and of students in the four groups of schools, I have discussed 
father's occupation, parental education and Catholic schooling. It is 
obvious from this discussion that students from Sydney Private and A.C.T. 
Regional schools tend to come from a more favourable social class 
background. This more favourable background is to be seen also in the
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scales: Journals Taken in the Home and Cost of Schooling. About 2 8 $  of 
homes with students in Sydney Private and A.C.T. Regional schools take at 
least one high quality journal and one middle quality journal; the 
comparable proportion for Sydney Regional and N.S.W. Regional is 13$. On 
the matter of school fees, the Sydney Private schools, despite the high 
fees ranging from $90 to $150 a term, say there is less difficulty with 
fees than does any other group.
All the- data so far covered can be summed up in a fairly simple 
table giving the modified standard scores* on each of the items already 
discussed: occupation, education, schooling, journals taken and cost of 
schooling. Table 3*9 given below shows quite dramatically the differences 
in home backgrounds of the students in the four groups of schools.
Table 3«9
Synopsis of Socio-Economic Background 
by Pour Groups of Schools: Modified 
Standard Scores
Groups of Schools Sydney
Private
A.C.T.
Regional
Sydney
Regional
N.S.W.
Regional
Home Background N 168 93 193 106
Father's Occupation +59 +11 -37 -44
Father's Education +40 +39 -28 -44
Mother's Education +32 +16 -23 -23
Father's Catholic Schooling +16 +16 - 6 -26
Mother's Catholic Schooling +10 + 4 - 2 -10
Journals Taken +20 +19 -19 -19
Cost of Schooling +24 + 2 -14 -12
I have highlighted the characteristics of the four groups of schools 
on social class background to try and give some idea of the differences 
between the student groups. There are daughters of professionals and 
managers in every school, but obviously a school which has 8 0 $  of its 
students in these two categories is very different i n  climate from one 
where there are only 2 0 $  of such students. As will become obvious in
* I have used modified standard scores extensively throughout this
study for the purpose of quick comparison between groups. The
formula used is —  —
X - x^ . 100
S.D. '
where X is ...the. m ean for the total sample (N=560), and 3T is the 
m e a r u f  Oai.the sub-group; S.D. is the standard deviation for the 
total sample.
78
later chapters of this study, the social class of the school is more 
important than the social class of the individual in determining students' 
experience of the climate of the school. The daughters of professional- 
managerial fathers in the tv/o low social class groups:'" Sydney Regional 
and N.S.W. Regional are just as likely to be favourable to their schools 
(on the variables measuring school climate) as their form as a whole, and 
sixth-foims in these schools are significantly more favourable than 
sixth-forms in the high social class schools.
The above division of schools into four groups is not the only one 
possible. later on in this study, in the chapter on examination 
achievement, I intend to use an extra categorization of schools, one based 
purely on social class, and not on social class and locality (Sydney-Beyond 
Sydney). This second categorization of schools is made possible by 
dividing the nine schools into three groups of three schools. An 
examination of Table 3.3 on occupation, and Table 3*7 on education reveals 
that the A.C.T. Regional school, All Hallows, is very like the Sydney 
Private Schools in social class composition; similarly Chisholm High, 
the third of the Sydney Regional schools, is v ery like St Margaret's and 
Campion High in social class composition. This new categorization of 
schools is recorded below in Table 3.10. I have called them High, Middle 
and Low SES for obvious reasons.
Table 3.10
Classification of Schools in Sample by SES
H i g h  SES Middle SES Low SES
N  = 217 N = 183 N = 160
Mitchell Hall Trinity College Chisholm High
Cavan Park St Mary's St Margaret's
All Hallows Sion Convent Campion High
A  summary of the social class backgrounds of these three ne w  groups 
of schools reveals even more dramatically than does Table 3.9 the 
differences between the students' social backgrounds. The details of the 
social class backgrounds are recorded in Table 3.11 below and further 
comment is not needed at this point, though later I will have occasion 
to refer back to this table.
* 'This statement is referring forward to the discussion in Chapter 8.
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Synopsis of Socio-Economic Background 
by Three Groups of Schools: Modified 
Standard Scores
Table 3.11
Home Background 
Variables
High SES 
Schools
Middle SES 
Schools
Low SES 
Schools
N  = 217 N  =  183 N = 160
F a t h e r 's Occupation +52 -27 -40
F a t h e r 's Education +44 -11 -45
M o t h e r 's Education +34 -16 -35
F a t h e r 's Catholic Schooling +18 0 -26
Mother's Catholic Schooling +13 - 4 - 8
Journals Taken +24 -14 -20
Cost of Schooling +20 -10 -12
Religious Background of Students
Tables 3.9 and 3.11 above reveal that there is a fairly obvious and 
expectable connection between all the social class variables within each 
group of schools. The father's occupation is associated with his 
education (or vice versa), with his wife's education, with his schooling 
and so on. V/hen religion is introduced, however, the pattern is more 
complex, as will be seen from the following pages. There are five 
relatively simple questions on religious background which I have recorded 
below in Table 3.12 using codes A, B ... E for convenience.
After some preliminary discussion of m y  reasons for asking these 
questions, I have recorded the preliminary figures given on Items A  and B 
below; this is a simple table which suggests a fairly favourable picture 
for parental religious background. After this,I have included a report 
on Items C and D separately and then together as a scale, and then in 
conjunction with Items A  and B below. This analysis shows that the 
picture of parental religion is m u c h  less favourable than appeared at 
first sight and that there is some confusion in studenta* minds as to what 
constitutes "practising Catholic" (one of the eight categories given in 
Items A, B), since m a n y  of the parents g iven as Catholic, do not in fact 
go regularly to Mass on Sundays. Finally, I have discussed Item E 
(parental influences on daughter's religious development) separately and 
then in conjunction with Item C and D below.
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Table 3.12
List of Items on Students' Religious Home Background
Code Description
Item A Father's Religion (8 categories)*
Item B Mother's Religion (8 categories)
Item C At least one of my parents goes regularly to Mass on 
Sundays. (5 categories: Certainly True, Probably 
True, Uncertain, Probably Untrue, Certainly Untrue)
Item D My parents expect me to go to Mass on Sundays. (5 
categories: Certainly True, Probably True, Uncertain 
Probably Untrue, Certainly Untrue)
Item E Parental Influence on Student's Religious Development 
(5 categories: Most Important, Important, Some 
Importance, Little Importance, No Importance)
My purpose in this analysis is two-fold. In the first place, I am 
concerned with discovering what aspects of the religious life of the home 
are significant in the religious performance of the students; in the 
second place, I am concerned with establishing some basis for measuring 
the possible independent contribution of the school to the religious 
outcomes of the student. To take the first point. Does it matter for 
instance whether the mother or the father is Catholic? Is parental 
practice plus parental expectation of the student (to practise) important? 
Does it matter whether both parents are Catholic and expecting the daughter 
to practise? Finally, does positive parental influence on the student's 
religious development (as perceived by the student) add any significant 
information about the religious life of the home? An examination of the 
five items on parental religion in conjunction with the student's religious 
outcomes, enables me to select the High and Low Religious Homes** of the 
students in the sample; this provides a basis for measuring the possible
* The 8 categories are 1: Catholic, 2: Non-Practising Catholic, 3: 
Anglican, 4: Non-Practising Anglican, 5: Other Protestant, 6: 
Non-practising Other Protestant, 7: Other, 8: None. As the last six 
categories are small, they have been combined into one category: 
Non-Catholic. Items A, B and E occur on the Student Goals 
Questionnaire, being Items 7a, 7b, and 44 respectively. Items C and 
D occur on the Religious Outcomes Inventory, being Items 11.23 and 
11.3 respectively. (The Religious Outcomes Inventory is divided into 
3 main parts, and the number 11.23 indicates that it is Item 23 in 
Part II).
* *  I do not mean these phrases "High Religious" or "Low Religious" Homes 
to have emotive or sectarian overtones. I use them simply as a way of 
describing certain types of religious background in the rather limited 
context of parents who have daughters in Catholic sixth-form schools.
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independent; contribution of the schools. Students from the High Religious
and low Religious Homes are to be found in each of the nine schools of
the study. Presuming that parental religiosity is constant in either the
H i g h  Religious or Low Religious Homes, I intend to examine in detail the
religious performance of students from the two sets of homes. Do students
from High Religious Homes perform equally well on religious outcomes in
all the schools? Do students from Low Religious Homes perform less v/ell
on the religious outcomes in all the schools?
My questions on parental religion in the context of a study on
students' religious outcomes derive not only from known research but from
Church teaching on the role of parents. As the Vatican II Declaration
on Christian Education puts it:
Since parents have conferred life on their children ... 
they must be acknowledged as the first and foremost 
educators of their children. Their role as educators 
is so decisive that scarcely anything can compensate for 
their failure in it. (Abbot, 1966: p. 641)
In the matter of religious education, the Declaration is quite explicit
on the role of the Christian family: "It devolves on parents to create
a family atmosphere ...animated with love of and reverence for God and
men" and to ensure that from infancy "children should be taught, according
to the faith received in baptism, to have a knowledge of God, to worship
H i m  and to love their neighbour." In this enterprise of reLigious
education, Catholic parents are reminded "to entrust their children to
Catholic schools when and where this is possible, to support such schools
to the extent of their ability and to cooperate with them for the welfare
of their children." In the context of the Decree this "welfare" implies
the personal, social and religious development of the child.
As there is no real compulsion for parents to send their daughters
to sixth-form Catholic schools in Australia, it seems reasonable to assume
that parents who have their daughters in these schools, would cooperate
with the schools in upholding the values and practices of the Church.
For parents not to cooperate, or actively to promote a value-system
opposed to that of the Catholic school, is to subject the daughters to
some conflict, and, in some cases in this study, to subject the daughters
to severe conflict. As one student put it (in the section: Things you
do not like about the school): "I don't like the double standard I'm
put under because of m y  home background. Though people are good to me
here, I'd be better off in a State school where religion does not matter."*
* In this instance the student*© parents were separated; the mother 
was not a practising Catholic and had applied for a divorce.
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Parental Religion and Religious Practice
To judge from students* responses to Items A  and B above, parents 
are apparently supporting the religious values of the school in fairly 
large numbers. Without taking into account the parents deceased or no 
longer at home, it appears as if there are 405 families where the father 
is a Catholic, 484 where the mother is a Catholic. These p r e liminary 
figures are given below in Table 3.13»
Table 3.13
Religion Ascribed to Parents by Students 
in Sample: Frequencies and Percentages
Parental Religion Catholic Non-Practising
Catholic
Non-Catholic
Religion of Father N 405 77 78
(item A) cjq
72 14 14
Religion of Mother N 484 39 37
(Item B) j
/0 86 7 7
The next two items (C, D) on actual parental practice of religion and 
parental expectations of the student reveal, as it happens, more 
information about parental religion than Table 3*13 above. In Table 
3.14 below I have recorded the positive responses of the students on each 
of the items and then discussed certain features of these items relevant 
to m y  purpose.
Table 3.14
Positive Responses of Parental Religiosity 
Items for Total Sample: Percentages
Parental Religious Practice Certainly Probably Positive
True True Response
At least one of m y  parents goes 
regularly to Mass on Sundays
(Item C) 8 0 - 8 0
M y  parents expect me to go to 
Mass on Sundays
(item D) 70 17 87
It is interesting to note that parents expect their daughters to go 
to Mass on Sundays more often than they go to Mass themselves. Regular 
Mass attendance (item C) is not the only criterion and certainly not the 
best criterion for the religious values of the home, but it does give at
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least some indication of support for the value system of the Catholic 
Church.* This item on parental practice is both straightforward and 
acceptable (i.e. non-threatening) to sixth-form students, and it is one 
that does not involve any ethical problems for a researcher. Other 
measures of parental religiosity: the practice of prayer, for instance, 
understanding of doctrine, acceptance of dogma - do involve some ethical 
and administrative problems when one is collecting data from students and 
not from parents directly. Item D is included to try to get some 
indication of the students’ perceptions of the religious values of the 
home. It is possible of course that there are some parents who themselves 
practise their religion and who do not expect their 17-year old daughter 
to do so - on the grounds that she is old enough to have made the choice 
not to practise. It is possible too that some parents.,who do not 
practise their own religion, expect their daughters to practise as will be 
obvious from Table 3.14 above. Finally it is possible that there are 
parents who themselves do not practise, and who do not expect their 
daughters to practise, yet choose a religious school for their daughter.
As already indicated, there are a number of important features about 
these two items. In the first place, the two items have a high- 
inter-item correlation (0.50); in other words, in this sample of Catholic 
students, parental practice and parental expectations for the daughter 
to practise go together. For this reason I have added the two items to 
form a scale called Parent Religiosity. In the second place, this scale 
is more significantly related to student's performance in religious outcomes 
than are the individual items A, B above: Fath e r’s Religion, M o t h e r’s 
Religion.** In other words, the religious quality of the home (measured 
on this undoubtedly inadequate scale) is a better predictor of student 
performance than the actual religion ascribed to either parent. Finally, 
if  this two-item scale on Parental Religiosity is analysed i n  conjunction 
w ith the other tv/o items (A, B) on parental religion, it is possible to 
give a more accurate (and much less favourable) account of the number of 
homes v/here parents are practising Catholics. This last point needs 
some elaboration.
* I inadvertently overlooked what is probably a very useful criterion 
of the religiosity of the home - the number of religious journals 
taken. I did not code religious journals apart from secular journals. 
One very striking fact about the highly religious homes in the sample 
is that they take significantly more journals than the total sample; 
the least religious homes take significantly fewer journals. If these 
were simple random samples the difference would be significant at the 
1% level.
** This statement is anticipating the results in the chapter on religious 
outcomes.
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If Parental Religiosity is analysed in conjunction with Items A  and
B, on religion of parents, a ourious situation arises, where students have 
given their parents as practising Catholics, and yet these parents do not 
go regularly to Mass on Sundays and do not expect their daughters to go 
either. This group of parents I have called Nominally Catholic. A 
number of parents are deceased or away from home,* and w h e n  these have 
been accounted for, the final figures for parents who are practising 
Catholics are more modest than given originally. The relevance of this 
categorization of parents into Practising Catholics, Nominally Catholic 
will be seen later in the religious performance of the students from the 
different groups of homes. In Table 3.15 below I have recorded the 
details of the amended figures.
Table 3.15
Amended Figures for Religion of Parents:
Frequencies and Percentages
Parental Religion Father Mother
N $ N C/o
Practising Catholic 343 61 416 74
Nominally Catholic 37 7 58 10
Non-Practising Catholic 68 12 38 7
Non-Catholic 76 14 37 7
Deceased/Away from Home 36 6 11 2
Total 560 100 560 100
Table 46 shows quite clearly that more mothers than fathers are 
practising Catholics, and slightly fewer mothers are non-practising or 
nominal Catholics. The table, however, does reveal that for the whole 
sample there are substantial numbers of students who have at least one 
of their parents non-practising or nominal Catholics. What will become 
obvious is that there are substantial numbers of students who have 
neither parent a practising Catholic.
In the original categorization of religion - using only the 
daughter's description of parents' religion - it appeared as if 380 homes 
had both parents Catholic, 101 had a Catholic mother, 25 a Catholic 
father and 54 homes had neither parent a practising Catholic. With the
* Thirty-two fathers and ten mothers are deceased; four fathers and 
one mother are no longer living at home.
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aid of the extra variable Parental Religiosity, and taking into account 
the number of homes where parents are dead or living elsewhere, the figures 
for the general religious composition of the homes are fairly m o d e s t , ^ ^ d  
reveal that in 323 homes both parents are alive and practising, in a 
further 113 homes one parent is practising and in 124 homes neither parent 
is practising. The details are given in Table 3*16 below.
Table 3.16
Religion of Both Parents for Total Sample:
Frequencies and Percentages
Parental Religion N %
Both Parents Alive and Practising Catholic 323 58
Mother Alive, Practising Catholic 93 17
Father Alive, Practising Catholic 20 4
Both Parents Alive, Nominally Catholic 25 4
Neither Parent Catholic 99 18
Total 560 100
What does seem to be surprising from Table 3.16 is the quite large 
proportion of homes (22%) where neither parent is a practising Catholic 
and yet have daughters in sixth-form Catholic schools. It does make one 
sceptical of claims that only the most religious parents send their 
daughters to Catholic schools; it also lends some support to the 
frequently repeated claim that parents are now choosing Catholic schools 
for their children for reasons other than religious education.
Parental Influence on S t u dentfs Religious Development
The final item on parental religion, Item E, is part of a wider 
question on stu d e n t s 1 perceptions of the important influences on their 
religious development, where students' religious development is defined 
as their habits of prayer, sacramental and Mass attendance, their 
understanding of doctrine and their commitment to Christ. Prom all the 
influences suggested, the instruction and example of parents is by far 
the most important for the students generally though there are slight 
variations within schools. The week-end camp and after-school seminars 
in religious education^which have been a feature of some Sydney schools 
in recent years have obviously made an impact; in Chisholm High, for 
instance, the influence of a "Special Priest or Chaplain" exceeds that of 
the parents. Details of these results will be discussed later in 
Chapter 9 on Religious Outcomes. The students were asked to rate the 
importance of the various influences on a five-point scale from Most
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Important to No Importance. In Table 3*17 below,I have included the mean 
for each item for the total group. A  score of 2.17, for instance, 
indicates that students think that parents' influence is Very Important; 
a score of 2.87 indicates that students think the influence is somewhere 
between Very Important and Some Importance but closer to the latter.
Table 3.17
Students' Perceptions of Influences on Their 
Religious Development: Means
i
Influences on Religious Development Mean
The Instruction and Example of Parents 2.17
Religious Instruction in School 2.87
Example and Personal Guidance of Teachers 3.12
Example of Friends at School 3.13
Some Priest/Chaplain at Retreat, Camp/Seminar 3.15
Local Parish Church 3.72
The item on parental influence in Table 3.17 above is the only one 
relevant in this present chapter, and if this item is taken in conjunction 
with the Parental Religiosity scale already discussed, it is possible to 
discover the charactersitics of the High Religious and the Low Religious 
Homes of the students in this sample.* The High Religious Homes are 
those homes where at least one parent is a practising Catholic, where the 
parents expect the daughter to practise, and where the parents have had 
a positive influence on the daughter's religious development. The Low 
Religious Homes are those where neither parent is practising, and the 
student is not expected to practise either.
It is possible to summarise the discussion on parental religion so 
far in a table. I have been attempting to find the High and Low Religious 
Homes in the sample, where "high" and :,low" are meant to be taken in the 
context of the students' religious performance on certain criterion 
variables measuring religious outcomes. The m ain variable is a 10-item 
scale called Religious Values which will be discussed more fully in
* This process of finding the High and Low Religious Homes is essentially 
a matter of trial and error. In the absence of any comparable research 
on parental religiosity in Australia, I have examined a number of 
possible cases of High Religious Homes: Either parent practising 
Catholic for instance, then both parents practising, then one parent 
practising and expecting the daughter to practise and so .on. High and 
Low Religious Homes in this context are measured partly by the religion 
and religious expectations of the parents, and partly by the daughter's 
performance on the key religious outcomes scale.
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Chapter 9. It is a scale which seeks to get at the students' free 
acceptance of Christian values (e.g. "Christ is a real person for one in 
m y  daily life." "As far as I can I intend to base m y  life on the teaching 
and example of Christ"). In terms of the religious performance of 
students, there is a progressive improvement as one moves down the 
following groups: one parent Catholic, mother Catholic and expecting the 
daughter to practise, father Catholic and expecting the daughter to 
practise, both parents Catholic and expecting the daughter to practise, 
and finally the group where one parent is practising and where parents 
expect the daughter to practise and where they are having a positive 
influence on her religious development. In Table 3-18 below I have 
summarised these findings relating parental religious background and 
students' religious outcomes. Variables in this study are reverse scored, 
so the smaller the mean, the more positive or "better" the student's 
o u t c o m e .
Table 3.18
High Parental Religion Groups by Student 
Religious Outcomes: Means
Item Religiosity of Home N Student Scores 
on Religious 
Values Scale 
(lO items) 
Mean
Item A Mother Catholic 484 21.24
Item B Father Catholic 405 21.16
Item A+CD Mother practising Catholic, 
expecting the daughter to
practise 423 20.74
Item B+CD Father practising Catholic, 
expecting the daughter to
practise 360 20.66
Item ABCD Both parents Catholic, expecting
the daughter to practise 323 20.49
Item CDE One parent practising Catholic, 
expecting daughter to practise. 
Having positive influence on 
daughter's religious
development 260 19.77
Mean for total 560 21.69
It is obvious from Table 3.18 above that the High Religious Homes, 
i n  terms of the students' religious outcomeo,are those in the last group. 
There are 260 of these High Religious Homes and the religious 
characteristics of the homes are: (l) one of the parents is a practising 
Catholic, (2) the daughter is expected to practise her religion, and (3 )
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parents have had a positive influence on the students' religious 
development - according to the student.
The Low Religious Homes in the sample are more easily discerned than 
the High Religious Homes. An examination of the distribution of scores 
on the Parental Religiosity scale (items C, D above in Table 3»12) reveals 
that 101 students indicate that neither parent is a practising Catholic, 
and that they (the students) are not expected to practise either. This 
means that in the sample there are three groups of homes on parental 
religious background:
High Religious Homes, N = 260 
Middle Religious Homes, N = 199 
Low Religious Homes, N = 101
Henceforth I am concerned only v/ith the two extreme groups, and with 
the religious outcomes of the students from these homes. Expectably, 
the students from High Religious Homes perform better on religious outcomes 
than those from Low Religious Homes. This can be seen quite clearly in 
the comparison in Table 3*19 below, where the student scores on the 
Religious Values scale have been recorded.
'Table 3 »19
Comparison of Student Religious Outcomes by 
Parental Home Background: Modified
Standard Scores
Religious Home N Student Scores on
Background Religious Values Scale 
(10 items) Modified 
Standard Scores
High Religious Homes 260 +39
Low Religious Homes 101 -45
Later in the Chapter on student religious outcomes I intend to take these 
comparisons a step further, and to examine the religious "performance" of 
the students from the 260 High Religious Homes and 101 Low Religious Homes 
as they move into the nine schools in the study.
Parental Religion and the School
As I have already indicated in this essay I am not interested in 
parental religion for its own sake, but only in so far as it influences 
the student's achievement. What is particularly relevant for my purposes 
is that the number of practising Catholic parents is not equally divided 
over the whole sample of schools; in at least two schools, there is a 
marked under-representation of practising Catholic parents and 
over-representation of non-religious parents and I intend to examine those
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features of the schools in some detail. If, as McDill (1967) suggests, 
the degree of the parents’ commitment to and involvement in the school is 
a source of the climate of the school, there is no doubt that students 
from non-religious homes bring non-religious values and expectations to 
the schools and influence the whole religious climate.
In Table 3.20 below I have recorded the positive responses for each 
school on the two items under discussion. An examination of this table 
shows that one of the Sydney Regional schools is significantly lower than 
the total sample on parental attendance at Mass. Only 54$ of students 
at St Mary’s could say: "At least one of my parents goes regularly to 
Mass on Sundays." In one of the N.S.W. Regional schools, too, Campion 
High, the student response on both items is below the average. The two 
A.C.T. Regional schools on the other hand are well above the mean on 
parental Mass attendance. In the third column of this table I have 
included the modified standard scores for each school on Parental 
Religiosity. This score enables easy comparisons to be made within the 
nine schools; the plus or minus sign simply indicates whether the school 
is above the mean or below it.
Table 3.20
Parental Religiosity by School-'Percentages 
and Modified Standard Scores
At least one of my My parents expect 
parents goes me to go to Mass 
regularly to Mass on Sundays 
on Sundays
Parerlt-ai 
Religiosity 
(2 items)
%  Positive $ Positive Modified
School Response* Response* Standard Scores
Sydney Private
Mitchell Hall 80 72 -3
Cavan Park 82 90 +3
A.C.T. Regional
All Hallows 90 94 +29
Trinity College 89 81 +8
Sydney Regional
St Mary’s 54 82 -54
Sion Convent 82 87 +10
N.S.W. Regional
Chisholm High 80 90 +14
St Margare t’s 86 88 +22
Campion High lb 83 -16
All Schools 80 87
* Positive Response means either Certainly True or Probably True.
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An examination of the modified standard scores in Table 3*20 above 
indicates quite clearly that St Mary's and Campion High are considerably 
less religious on home background than other schools in this study. It 
also indicates that the Sydney Private schools are quite close to the mean, 
and in spite of favoured home background of Sydney Private school students 
already reported in tables on occupation, education, Catholic schooling 
and journals taken, these schools are not more favourably placed on 
parental religiosity.
Religion and Social Class 
In conclusion I want to draw together the threads of this chapter by 
indicating in tv/o ways the rather complex relationships which exist 
between religion and social class of parents who have their daughters in 
these nine schools. In the first place a comparison of the profiles of 
the High and Low Religious Homes below in Table 3.21 reveals the quite 
dramatic differences betv/een the homes even on social class variables.
Table 3.21
Profiles of High and Low Religious 
Homes: Modified Standard Scores
— — — — —  .  — .  .  . . . —  —j . . . ---------------------------------------------- ----------------------------
Home Background High Religious Low Religious
Home s Home s
N = 260 N = 101
Father's Occupation +11 -11
Father's Education + 9 - 6
Mother's Education +11 -20
Father's Catholic Schooling +18 -36
Mother's Catholic Schooling +21 -48
Number of Siblings +20 -49
Journals Taken +12 -24
Table 3*21 seems to suggest very clear evidence of a connection 
betv/een social class variables (like occupation, education, journals 
taken) and religiosity of the home. This is certainly true of these 
two extreme groups included in Table 3.21 above, but it is not true of 
the middle group (N=193) and it is not true of the sample as a whole.*
* The evidence for this statement is not presented here for reasons of 
space. A factor analysis of all the student data revealed a very clear 
SES factor. Father's religion but neither Mother's religion nor 
Parental Influence loads significantly on this factor. Other items on 
the factor are Father's occupations Father's education and Catholic 
schooling, Mother's education and Catholic schooling, Number of siblings, 
Journals taken, Parental Religiosity.
91
Something of this more complex pattern can be seen by looking at the 
groups of schools, and then individual schools on selected social class 
and religious background variables in the same table. This is done in 
Table 3*22 where I have repeated two main social class variables 
(Father's Education, Journals Taken) and recorded them in the same table 
as the religious variables.
Table 3.22
Social Class and Religious Backgrounds of 
Students by Groups of Schools: Modified 
Standard Scores
Social Class and
Religious Background
Sydney 
Private 
N = 168
A.C.T.
Regional 
N = 93
Sydney 
Regional 
N = 193
N.S.W.
Regional 
N = 106
Father's Education +40 +39 -28 -44
Journals Taken +20 +19 -19 -19
Father's Religion +10 +20 - 8 -20
Mother's Religion -14 +10 + 6 0
Parental Religiosity 0 +22 - 9 - 4
Parental Influence - 3 + 8 - 5 + 7
Table 3*22 above indicates that while Father's Religion does seem to 
belong to social class, Mother's Religion and Parental Religious Influence 
clearly do not. The point of mentioning this at all is that I need to 
draw together the strands of this chapter and show the very complex 
relationships which exist between the social class and religious 
background of the students in this sample of Catholic schools. In future 
chapters I will be examining in detail the influences of the 
students' SES background, school SES background and parental religiosity 
on students' perceptions of the goals and climate of their school, on 
their religious outcomes and finally on their examination achievement.
This chapter on the social and religious home background of the 
students completes Part I of this study - which I have called the 
Structural Aspect of School Environment. This "structural aspect" 
includes those external forces and dynamisms over which the staff and 
principal generally have no control, but which are relevant in determining 
the students* and the staff experiences of the schools. The main feature 
discussed were the administrative network of the Catholic school system 
and the influences of recent changds, the characteristics of the present 
schools in the study in terms of school size, staff composition and the 
principals. Finally, there was a discussion both of students and schools
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in the study in terns of their social class and religious home backgrounds. 
In Parts II, III immediately following, I turn to the Cultural Aspect of 
the School Environment, which is an examination of the complex relations 
betv/een the various facets of student and staff experiences within the 
school situation.
KEY CONCEPTS IN THE CULTURAL ENVIRONMENT OF THE SCHOOL 
Chapter 4 : The Concepts of Religious Education and School Climate. 
Chapter 5 : The Questionnaires : Assumptions and Examples of Items.
Part II
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right of parents, but also that of the Bishops who were "responsible to 
God for the souls of parents and children confided to their care." And 
Geoghegan it was, who put the stark alternative in his submission to the 
Select Committee of 1849: "I say that sooner than lose the faith, by 
which every true Catholic should live, I would prefer that our children 
should be nescient of secular knowledge ..." (Austin, 1958). The 
Catholic school was seen as a means of "keeping the faith" of the children, 
though in fairness to the Bishops and administrators like Father Geoghegan, 
one should point out that the "neutral" school of the sixties did 
constitute a real danger to the faith (Fogarty, 1958).
Before 1860, however, the Bishops did not make a serious attempt to 
establish a separate Catholic school system. It was only when events 
of the sixties gave increasing power to the civil authority and thus 
"invaded the rights inherent in the episcopal office", that the Bishops 
made a concerted effort. Bie particular point that alarmed the Bishops 
was the question of school control: ownership of schools and the power to 
dismiss teachers. Y/hile this concern for school ownership appeared to 
Bishop Broughton and others "mere vested interest in landed estate", the 
Catholic Bishops were insistent, that schools were for the Church, an 
extension of her mission on earth: "the building up of the body of 
Christ ...till all attain to the full measure of the stature of Christ." 
Christ became incarnate, the Bishops pointed out in the Joint Pastoral of 
1879, not only to teach "by His perfect law of life", and "by the 
supernatural revelation of His will to men", but also to "renew the world 
by the graces of His Spirit"; they went on to refer to "those blessings 
and gifts which the Church alone has the power to bestow", and to point 
out the obligations they themselves had in mediating those "blessings and 
gifts.
The Bishops' responsibility to Catholics, a responsibility of 
safeguarding faith and morals is one thing; the establishment of a 
separate school system is another. In the sixties, the Bishops judged 
that the best way to safeguard faith and morals, the best way to mediate 
"the gifts and blessings of Christ" to Catholic children was through 
Catholic schools. This decision was taken during a time of bitter 
sectarian strife, especially in New South Wales, and at a time, when, 
under the impact of the Syllabus of Errors and the First Vatican Council, 
the Church everywhere was condemning secular schools. It is crucial to 
realise, however, that the Church's concern for the education of her 
children does not make a separate school system essential or inevitable. 
This original association of (Catholic) religious education with Catholic 
schooling in Australia has had several important consequences, never yet
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completely explored.
In the first place, the association of religious education with 
Catholic schooling has tended to blur the important distinction between 
them. Catholic schools are not absolutely necessary for the Church's 
mission, since the Church existed for hundreds of years without them; 
Catholic education, in the general sense implied by the Bishops, is 
necessary for the Church's mission. The decision to establish the 
Catholic school, as the most favoured means of carrying out that mission, 
was a prudential judgement in a special situation. It may well have been 
the right decision for the time, provided we understand the complex 
historical, social and religious context, and provided we understand that 
the Church's concern for religious education exists whether or not 
Catholic schools are established. As many Catholic writers* have pointed 
out, this decision has meant in practice, a concentration of the Church's 
resources (personnel, meney and buildings), on the children, and 
specifically on children in Catholic schools. It has meant a corresponding 
neglect of other sections of the community: post-school youth, the 
physically and mentally handicapped, adults, especially parents, and 
children beyond Catholic schools.
In the second place, the "world", that the Church served, was seen as 
hostile, and the Catholic school as a fortress in time of danger. One has 
only to read the press of the day, with its sectarian bitterness, prejudice 
and ignorance, to realise that the "world" was hostile, and quite apart 
from the Whateley Memoirs, the Bishops had good reasons for wanting to 
safeguard the faith and morals of their people. But the fortress or 
ghetto mentality has several unfortunate aspects. Qhe "fortress" notion 
of the Catholic school puts it inevitably on the defensive and in 
opposition to the "world", and human values, and oddly enough it is a 
notion of the school, that is still subtly pervasive. The Bishops were 
the ones v/ho originally established the schools as part of the mission of
* Examples of such writers in Australia are B.S. Crittenden (1966),
M. O'Donnell (1967), B. Stanfield (1967), P. Crudden (1972).
Examples of overseas writers are considerably more numerous, but 
the following would be a good sample: M.P. Ryan (1963), G. Moran 
(1968), B. Tucker (1968).
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the Church, and it is quite probable, as I suggested in the Introduction, 
that some Bishops today still regard the Catholic school in this rather 
narrow way (saving souls, safeguarding the faith), despite the vast changes 
which have taken place in Australian society generally, and in the status 
of Catholics in particular, and despite the changes in the Church, and in 
the very idea of education itself.
Between 1870 and 1970y there has been a dramatic rise in the level of 
formal education of the average Australian, and the position of Catholics 
has improved with the rest of the community. In 1870, education for all 
meant some primary schooling, and often not much more than bare literacy 
in the 3R's; today, education for all entails at least secondary 
schooling, and increasing demands for tertiary education. Besides this, 
the functions of the school in society have undergone subtle changes: from 
providing basic literacy either to prevent crime or enhance the nationalist 
prospects of the nineties, to preparing for worthy membership of the 
British Empire, to educating for democracy and now to preparing for a 
technological society v/ith increasing leisure, and to selecting for 
tertiary education and industry. And while the school as an educational 
unit, in one sense, is less influential since the growth of the mass media, 
in another sense it is more pervasive than ever before, seeking as the 
Introduction to the Wyndham Report shows, to mould attitudes in a very 
substantial way.
The community now, and most people in it, are affluent, and 
economically, politically and socially the status of Catholics in the 
community has changed, particularly since the Second World Y/ar. As a 
group, they are increasing more rapidly than any section of the community, 
and by 1980, will be about one third of the total population* (Leicester 
Webb, 1962). It is therefore no longer possible to speak of Catholics 
as "deprived" or an "aggrieved minority"; they are still overrepresented 
in certain unskilled positions, and underrepresented in certain areas of 
the professions, in Arts faculties, and in higher echelons of the public 
service (Mol, 197l). They are still slightly below the national average 
in education, but even in this, there are signs of improvement (Bourke,
1970). These improvements in social status of Catholics will 
undoubtedly alter their expectations of the Catholic school; many 
principals would say, these improvements in social status are already 
altering the expectations of Catholic parents.
'To conclude this section on the history of the concept of religious
* Details of the number of Catholics in the population at the 1966 
Census are included in Appendix I.
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education in the Australian Catholic Church. I am suggesting that 
Catholic schools were established in Australia with certain well defined 
purposes as to what religious education might mean, and that these purposes 
derived much from the general historical and religious milieu of late 
nineteenth century Australia. \7hile there is comparatively little 
published evidence of change in the concept of religious education or of 
the Catholic school, at the "official" theoretical level, the changed 
social and religious realities of Australia today; and of Catholics in 
Australia, render the older concept obsolete, and make new developments 
imperative. As it happens, these new developments have been obvious in 
the Church generally for nearly a decade. Out of these movements in the 
Church, it is possible to construct a new theory of religious education, 
without implying that it is, in any way, the "official" view in Australia 
at present.
Changes in the Catholic Church Affecting Religious Education
V/hat is important for a contemporary understanding of religious 
education are certain changes in the Catholic Church itself. Developments 
in the Church's view of its own mission, its relationship to the "world" 
and to other religions, all have radically altered its approach to 
religious education, in its theory or institutional form. At the same 
time, religion generally is going through a major period of crisis: on 
the level of faith, of theology and of Church structures, and yet as 
Callahan (1969) points out, there is more intellectual and social vitality 
in the Churches today, than in decades. I want to take these two points: 
the changes in the Church, and the crisis in contemporary religion in turn, 
beginning with the latter.
The crisis of faith, characteristic of our time, is probably best 
seen in the "death of God" debate, though that debate is so confused and 
emotionally charged that it is difficult to see what are the exact questions 
at issue. The crisis in theology is illustrated by such books as Harvey 
Cox's The Secular City or Paul Van Buren's The Secular Meaning of the 
Gospel, which take for granted the triumph of secularization in 
contemporary culture. The effect of this apparent triumph of 
secularization is to cast some doubt on the continuing relevance of the 
traditional bases of theological speculation. The institutional crisis 
in the Churches is seen in the confusion following the Second Vatican 
Council in the Catholic Church. That Council was designed to bring the 
Church into the modern world, and to do so by reforming the life of the 
Church from the Papal to the parish level.
'The reasons for these various crises, even if one could define them 
accurately, are beside the point here. V/hat is of importance is the
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general upheaval that has characterised religion and religious life. As 
it happens, the upheaval has generated a great deal of creative theology 
and philosophy of religion, and many attempts at structural reform and 
innovation. I will return to this positive aspect in my conclusion; for 
the present, I intend to concentrate on what might be called the negative 
aspects - the confusion and the dichotomies in the life of the Catholic 
Church - though my rather mild treatment suggests nothing of the startling 
rapidity and dramatic reversals of life style, that have characterised and 
accompanied these changes. Examples like the Dutch Church apparently in 
near schism, the opposition to Humanae Vitaa , the large scale exodus from 
priestly and religious life, the involvement of religious in violent 
demonstrations and possibly in sedition, the current debates on practically 
every question in theology have all occurred within the last ten years.
The Pastoral Constitution on The Church in the Modern Y/'orld certainly 
gave impetus to some of the developments, even if the consequences were 
unforeseen. This Constitution stresses the service nature of the Church 
and the episcopacy, and no longer uses phrases like "perfect society'1, 
"infallible authority" common a generation ago; instead it presents the 
Church as serving the family of man, seeking to speak to all men in order 
to shed light on the mystery of man, and to cooperate in finding the 
solutions to the outstanding problems of the time. In this Constitution, 
the Church adopts a less triumphal pose, and in a sense, seems much less 
certain and dictatorial, and more seeking and open to insights of its own 
members and of others. Specifically in education, this has meant a 
greater pluralism in theology, and a recognition that theological language, 
like any other language, is culture-bound, and needs to be "renewed". The 
renewed theological language has been incorporated in a Post-Vatican 
Theology questionnaire to be discussed in Chapter 5. It has meant also 
subtle changes in the relationships between Bishops and Teaching Orders, 
and a growing share of responsibility for lay people. On the theoretical 
level, it has meant a clear cut recognition of the value of the secular 
sciences in their own right, and the corresponding responsibility of 
Christian educators to integrate sacred and secular disciplines, without 
compromising either group.
Another important characteristic of the text, The Church in the Modern 
World is respect for human values, an incarnational rather than an 
eschatological Christianity, which, in this context, means regarding human 
life as valuable in its own right, and not only valuable as a preparation 
for eternity. The approach to human work is strongly positive and 
optimistic, and there is a new emphasis on the need to respect individual 
conscience and responsibility before God. The Church in this Constitution
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views responsible human activity as being the means of personal fulfilment, 
and as being important insofar as it contributes to human progress. 
Associated with this is a new humility in the Church's statement about her 
relation to the world. In condemning atheism, for instance, there are no 
fierce anathemas, as there were, say, at the beginning of the Athanasian 
Creed, or in Pope Pius IX's Syllabus of Errors; there is no hostility in 
the Church's attitude, but a sincere respect for the problems, which 
atheism raises. Similarly in the work of dialogue with other Christian 
Churches, there is a new awareness of what binds Christians together, 
rather than of what divides them, and a willingness among Catholics to bear 
some burden of blame in failing to work for Christian unity.
Finally, the Constitution reveals the emphasis on greater freedom of 
speech.
In order that they may fulfil their function, let it be 
recognized that all the faithful, whether clerics or 
laity, possess a lawful freedom of enquiry, freedom of 
thought and of expressing their mind with humility and 
fortitude in those matters over v\hich they enjoy 
competence (Abbot, 1966: p. 270).
This means, in theory anyway, that human intelligence should be at the
service of the Church, and that obedience and loyalty are not necessarily
blind and passive. In another text, the Declaration on Religious Freedom,
the Council defends religious freedom, not only for Catholics but for all,
because of the dignity of the human person, and the nature of religious
assent. The Declaration adds:
It is therefore completely in accord with the nature 
of faith, that in matters religious, every manner of 
coercion on the part of men should be excluded ...
In spreading religious faith and in introducing 
religious practices, everyone ought at all times to 
refrain from any manner of action which might seem 
to carry a hint of coercion or a kind of persuasion 
that would be dishonourable or unworthy, especially 
when dealing with poor or uneducated people. Such a 
manner of action would have to be considered an abuse 
of one's own rights, and a violation of the rights 
of others (Abbott, 1966: p. 682).
These changes in the Church have not been absorbed equally quickly by 
the different groups within the Church in Australia, and there is now a 
fairly clear-cut dichotomy between the proponents of the "institutional” 
Church and the "charismatic" Church. This dichotomy is probably nowhere 
better seen, than in the current confusion about the nature of religious 
education within Catholic schools. The evidence for this confusion is to 
be seen in: (l) the polarization between "content" and "method" approaches
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culminating in the Come Alive and What's Wrong v/ith ’Come Alive"* debate
and the various exchanges in the Catholic press in Melbourne and Sydney
1969-1971; (2) the frequent complaints from parents in just about every
issue of current Catholic papers about the Christian Doctrine teaching
their children are receiving or not receiving.
The connection betv/een the changes in the Church and the changes in
the nature of religious education are obvious enough. The more
incarnational approach of the Church generally and its "involvement" in the
world sets it aside from the ghetto or fortress idea of the Church
characteristic of the late nineteenth century. The fact that the Church
is less dogmatic or certain, and more open and seeking again prepares for
a concept of religious education where uncertainty and doubt are very much
a part of normal religious experience. At the same time developments in
scriptural, dogmatic and moral theology have reminded us that certain
doctrines are central: the reality of Christ, the Redemption, (list's
continuing intervention in men's lives through the Spirit, for instance,
and that other doctrines on which Catholics anyway often placed great
emphasis are seen, if not peripheral, at least as less important: the
doctrine of Papal Infallibility for instance, or the doctrine of the
Virgin Birth. Finally, the great emphasis placed on personal freedom and
responsibility reminds religious educators that in the end, belief in
Christ is a free act on the part of the student and the educator's role is
indirect and not a rather mechanical and inevitable one of "giving faith."
As one influential modern writer has put it:
Religious educators must be prepared to work for 
their ultimate goal (of getting people to reflect 
freely on the givenness of God's revelation in 
Christian life) in a far more indirect way than has 
often been supposed. They must be intent on 
awakening human beings to many things in their lives 
which have no immediate relation to a religious 
commitment, but which are in fact the foundation on 
which a mature religious decision can be made today.
(Moran, 1968: p. 72).
This background of confusion and uncertainty about the nature of 
religious education is important in this study for several reasons. It 
highlights some of the difficulties facing the principals of the schools; 
it partly explains the rather depressed attitude of Religious Sisters to
* Come Alive is a series of nine modern catechetical texts compiled at 
the request of the Australian Bishops' Committee on Education for use 
in fifth-form classes in 1970. It had the approval of the Bishops 
generally, though some Bishops refused to have it used in their 
dioceses. Hie texts caused great opposition in some quarters;
What's Wrong with "Come Alive" (Melbourne, 197l) compiled by a group 
of Priests, Brothers and Sisters^ is the most sustained attack on the 
whole enterprise.
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Christian Doctrine classes, to be discussed in Chapter 8, and it partly 
explains the divergent expectations of the students v/ith regard to the 
goals of religious education. V/hen one father wants his daughter "to 
learn the Catechism, say her prayers and go to the sacraments", and 
another wants his daughter "freely t o  choose her own religious way of life" 
after "careful examination", it is not surprising that the students bring 
divergent expectations to the school.
At the same time the newer concept of religious education, which has 
been clearly emerging since Vatican Council II is not without support in 
Australia. \7hile there is no written evidence of a clearly articulated 
theology or philosophy of religious education here, there is a great deal 
of "folk" literature circulating at the many catechetical conferences held 
each year. As it happens, this new concept is very much in accord? not 
only with recent theological and institutional changes in the Church, but 
also v/ith recent developments in philosophy of education. Because I 
think this new concept of religious education is potentially a viable one, 
and because I think it is in accord with recent writing in the philosophy 
of education, I have selected certain aspects of that writing, as a way 
of clarifying the concept of religious education.
The Concept of Education
The idea of education used in this chapter derives from writers such 
as P.H. Hirst (1965), R.S. Peters (1966), A.D.C. Peterson (i960), M. 
Oakeshott (1962) and H.S. Broudy (1964). The common element in all these 
writers' viev/s is that education is concerned with the transmission of 
values, that it is specially concerned v/ith knowledge and understanding 
and hence with the development of the mind.
P.H. Hirst, for example, redefines liberal education as being 
"determined in scope and content by knowledge itself", and "thereby 
concerned with the development of mind." He distinguishes between the 
"forms" and "fields" of knowledge, and suggests that education "involves 
the study of at least paradigm examples of all the various forms of 
knowledge" - historical, scientific, literary and so cn, and that it 
should be "designed to give genuine insight, so that pupils come to think 
in these terms using the concepts, logic and criteria" of the different 
forms of knowledge. At the same time, edufcation will include 
"generalization of the particular examples used, so as to show the range 
of understanding in the various forms" and "some indication of the relations 
between the forms, where these overlap and their significance in the major 
fields of knowledge." This relation, he says, is particularly important 
for moral education, as "moral questions can frequently be solved only by 
calling on the widest possible range of human understanding." Mathematics, 
the physical sciences, human sciences, religion, history, literature, the
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fine arts and moral knowledge are listed as the forms of knowledge which 
"constitute the range of unique ways we have of understanding human 
experience."
V.hile there are unique features about every form of knowledge, there
are also common features, and as he points out, one discipline often makes
extensive use of the achievements of another, and we have "not as yet
begun to understand the complex inter-relations of the different forms of
knowing." So the outcome of liberal education for Hirst is at once a
sense of the uniqueness and a sense of the relatedness of the different
forms of knowing:
The outcome of a liberal education must therefore not 
be thought of as producing even greater disintegration 
of the mind but rather of the growth of even clearer 
and finer distinctions in our experience. If the result 
is not some quasi-aesthetic unity of the mind, neither 
is it in any sense chaos (Hirst, 1965: p. 137).
As Hirst goes on to point out, it is M. Oakeshott, who gives the most
dramatic account of the outcome of liberal education. For Oakeshott,
the various forms of knowledge are seen as voices in a conversation, a
conversation to which they each contribute in a distinctive way:
As civilized human beings, we are the inheritors, 
neither of an inquiry about ourselves and the world, 
nor of an accumulating body of information, but of a 
conversation, begun in the primeval forests and extended 
and made more articulate in the course of centuries.
It is a conversation which goes on both in public and 
within each of ourselves. Of course there is argument 
and inquiry and information, but wherever these are 
profitable they are to be recognised as passages in 
this conversation, and perhaps they are not the most 
captivating of the passages ...Conversation is not an 
enterprise designed to yield an extrinsic profit, a 
contest where a winner gets a prize, nor is it an 
activity of exegesis; it is an unrehearsed intellectual 
adventure ...Education, properly speaking, is an 
initiation into the skill and partnership of this 
conversation in which we learn to recognise the voices, 
to distinguish the proper occasions of utterance, 
and in which we acquire the intellectual and moral 
habits appropriate to conversation. And it is this 
conversation which, in the end, gives place and 
character to every human activity and utterance 
(Oakeshott, 1962: 198-199).
Oakeshott*s notion of education as the initiation into the skill and 
partnership of this "conversation" is very close to that of R.S. Peters, 
who in a series of articles and books, has extended these preliminary 
notions of Hirst and Oakeshott. (Neither Hirst nor Peters I suspect^ 
would want to take Oakeshott as literally as he wants to be taken.)
It would take too long to summarize all the points that Peters makes
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in his various analyses of words like "aim" and "education"; my use of 
his work, and that of other writers mentioned, is necessarily selective 
and tailored to my own purposes. Within the context of this chapter, 
and despite Dewey, I accept the point that processes as well as 
organizations and people can have aims, and that with regard to the 
processes of education, aims are intrinsic; this means that one cannot 
say what the aims are, without saying what education is. Since "education" 
implies the transmission of what is worthwhile, it has no need of aims 
beyond itself; its value derives from principles and standards implicit 
in it. The aim of education is simply to produce educated men. Peters* 
analysis of the concepts of aim and education does seem to have the merit 
of saving one from erecting every laudable object in life into an aim of 
education, whether it be self realization, the promotion of the democratic 
way of life or the salvation of souls.
V/ith some justification, I think, Peters objects to the instrumental 
or means-end model, which has characterised a good deal of educational 
thinking. Talk about education as a "socializing process" seems to him 
a dangerous notion because it encourages a conformist or instrumental way 
of looking at education, and as he points out, we need to distinguish 
education from its functions or effects in the social and economic system.
I can agree with all this, but still think it quite legitimate to ask, 
within the realm of philosophy of education: What is the purpose of 
producing educated men? What is the point of the exercise? So in the 
context of this chapter, I am assuming that it is quite legitimate to 
speak of people, organizations and processes having purposes as well as 
aims, and that while aims are internal or intrinsic to education, purposes 
are external or extrinsic and in some way brought about by the processes 
of education. (i intend to return to this discussion of aims and purposes 
of education later in the chapter in the discussion of the goals of the 
Catholic schools.)
Finally, I also accept Peters' point, that the concept of education 
has a special logical structure of its own. It is not a general concept 
of which there are instances; there are not many educations, though there 
are many processes or activities which might count as education. But 
because education is a special kind of concept, one that has norms or 
values written into it, before activities or processes can count as 
education, they must meet certain criteria. For Peters, and for most 
people I suppose, the norms written into education would include things 
like understanding, critical awareness, toleration of opposing viewpoints, 
sensitivity to others and to significant form. Nobody seriously concerned 
with education would aim at promoting ignorance, prejudice, the closed
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mind, or indifference,at least in theory. In spite of the fact that
there are many norms or values, which are inherent in the concept of
education, Peters suggests that it is possible to sketch the general
criteria of being educated, and that these criteria in turn indicate the
order in which priorities should be set. These criteria are derived from
the characteristics of the educated man and the actual processes or
procedural principles by means of which people gradually become educated.
According to Peters, there are four main criteria which distinguish
the educated person. The first is commitment to what is internal in
worthwhile activities; the second is the possession of some body of
knowledge and some conceptual scheme to raise this above the level of
disjointed facts; the third is a certain breadth of understanding, a
development in all the various forms of knowledge: scientific, historical,
mathematical, moral and religious. The final criterion is hard to define
but concerns the transforming power of knowledge. For the educated
person, knowledge must permeate his whole way of looking at the world,
and not be "hived off" into a few selected areas. The educated person is
not simply engaged in activities like literature, science and politics;
he is one whose whole range of actions and reactions is gradually
transformed by the deepening and widening of his sensitivity:
To be educated is not to have arrived at a destination; 
it is to travel with a different view. What is required 
is not feverish preparation for something that lies 
ahead, but to work with precision, passion and taste at 
worthwhile things that lie to hand (Peters, 1965: p. 110).
The second group of criteria for education concerns the actual
processes and procedures of education. These involve certain attitudes
of the educator to the person being educated, certain value judgements as
to what constitutes the good life, and certain mental habits or skills in
the educator. Thus respect for the autonomy of the pupil, a concern for
growth in responsible choice, and the capacity to examine evidence
objectively would be examples of the three procedures mentioned here.
Stress on these procedures takes for granted aspects of education already
included in the first group of criteria, but isolates the importance of
a morally acceptable method. These procedures, however, are themselves
very much a matter of content, and not only a matter of method, and this
for at least two reasons. In the first place, the rules inherent in the
efficient organization of education are valuable in themselves. The
discipline imposed by the teacher, the equality of consideration v/ith
which he treats individuals, the respect and degree of liberty which he
accords them, are examples of such rules. But on the other hand, an
essential part of the moral education of pupils is that they should make
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these principles their own. The same sort of point applies negatively.
If the pupil is always provided with some extrinsic incentive for learning, 
examination success for instance, he may learn a good deal, but may also 
pick up the principle, that intellectual effort is only worthv/hile when 
there is some obvious use or reward for it. And this is a denial of one 
of the basic criteria of the educated man.
In the second place, some procedures are actual presuppositions of 
worthwhile activities like science and history. Certain moral attitudes, 
such as respect for evidence and refusal to distort it, willingness to 
admit that one is mistaken, tolerance of contrary opinions, respect for 
people as a source of argument, are all examples of presuppositions.
"To learn science is not just to learn facts and to understand theories; 
it is also to participate in a public form of life governed by such 
principles of procedure." (Peters, 1969). Insofar, therefore, as a 
person is educated scientifically, he will have to absorb these principles 
of procedure, by means of which the content of scientific thought has been 
accumulated, and is criticised and developed. In fact, education in its 
general sense for Peters, as for Oakeshott, consists essentially in the 
initiation into and progressive development in a "public world delineated 
by the language and concepts of a people, and structured by rules 
governing their purposes and interaction with each other." In relation 
to this, the teacher is not an external operator, who is trying to impose 
from the outside something of his on the pupils, or to develop within them 
something which is their own peculiar possession. The teacher's role is 
rather to act as a guide in helping pupils to explore and share a public 
world whose contours have been marked out by generations which have 
preceded both of them.
In summary then, the general account of education outlined here 
implies: the transmission of what is worthwhile to those who become 
committed to it, knowledge and understanding and some kind of cognitive 
perspective and normally acceptable methods and procedures. It is an 
account of education, where the notion of the "public world", "the public 
language" and the conversations of Oakeshott are given, and the one being 
educated, at least in theory, gradually recognises the structure of the 
public world and acquires the language and skills.*
* This m a y  be too rational and philosophical a view of the education
process in reality, but I suppose one is justified in distinguishing the 
logical from the psychological processes. I tried, as a matter of fact, 
in m y  pilot questionnaires to test h o w  far the sixth-form students could 
distinguish the different "forms" of knowledge in the Hirst-Oakeshott 
sense. While students know what a science statement means and the basis 
of its verification, they were not familiar with the logic of science 
statements in comparison with those in literature, morals and religion.
I doubt if the teachers are familiar in fact.
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The Concept of Religious Education 
The question facing the Christian educator is the nature of the 
"public world" and the "public language" into which all have to be 
introduced. Nobody would seriously exclude forms of knowing such as 
history or science or language, but is there such a thing as Christian 
education? That is, are there any processes which amount to education in 
the sense outlined? Are there any processes that involve making a person 
familiar with and capable of operating within areas of knowledge and 
understanding by appropriate methods, which are yet specifically Christian? 
It is clear that secular education plus religious instruction will not 
amount to Christian education; similarly, secular education plus the 
attempt to develop moral or religious habits will not amount to Christian 
education. In these cases, what is added does not satisfy the criteria 
for education. The other thing that needs to be made clear, is the 
point of view from which the question is asked. One can presume that 
there is no such thing as Christian literature or science; that is, that 
these and other forms of understanding in the "public world" involve 
enterprises equally open to all men, and in which neither the Church nor 
Churchmen have any special expertise. Granting all this, can one still 
talk of Christian education?*
The reasons why the Christian holds that there is such a thing as 
Christian education are two-fold. In the first place, the Christian 
believes that his view involves a specifically religious way of 
understanding the world and the situation of human beings in the world, 
which is more than the aggregate of all the insights of the various areas 
of human knowledge. In the second place, the Christian believes that 
his view of the world draws upon and relates the various areas of 
understanding in a way which is specifically Christian. Both points 
need expansion.
If we accept Christianity, we certainly accept that there is an 
area of knowledge, based primarily on Revelation, which is special to 
Christianity, and which involves the features common to any area of 
knowledge. That is, it involves the making of claims, and explaining 
the justification for such claims; it involves striving for consistency 
within the area and between religious and other propositions which are 
believed to be true. The critics, and sometimes the Christians 
themselves, who refuse to admit knowledge and reasons here, give a wrong
* My account of religious education here owes a great deal to two 
articles by Dr Peter Sheehan (1969, 1971) and to discussions with 
him. I am indebted to him for his criticism of this chapter 
generally.
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account of Christianity, at least in this view. The critics who dismiss 
Christian Revelation as a legitimate area of knowledge, on the grounds 
that it has no special rational methods of its own, again in this view, 
give a wrong account of what constitutes an academic discipline (cf. Hirst 
above). This argument assumes that an area of knowledge has to be 
specified in terms of the methods used, and that there must be a special 
rational method for each discipline. It also overlooks the point that 
religious understanding relies heavily on certain rational methods: for 
example, coming to know a proposition by faith, by assessing the 
trustworthiness of a witness and thus accepting his testimony.
Finally, to specify the content and method of what might be called 
religious knowledge and understanding. The content might be classified 
as: the person and revelation of Christ in history, questions about 
coming to believe in Christ and problems involved in this; questions about 
coming to understand Christ's message and the implications of this; 
questions about coming to understand the world in terms of that 
revelation. The method, as already mentioned, relies on the rational 
methods characteristic of all disciplines, and relies in a special way on 
testimony.
The second reason why one can talk about religious education is more 
difficult to specify, because the relation betv/een the Christian view of 
the world and the secular disciplines is very complex. This relation has 
several related aspects. In the first place, the Christian requires the 
other disciplines to develop his own view of the world, requiring logical 
and historical techniques to decide what the revelation is, and he requires 
philosophical, social and scientific understanding to translate it into 
his view of the world» But he goes beyond these secular disciplines 
because he interprets the revelation he has received, in terms of them.
And finally, as a result of all this, he is able to see the secular 
disciplines in a new perspective, as both helping to throw light on the 
mystery of the world and God's presence within it, and as helping man to 
share his own redemption and restore all things in Christ.
To clarify this three-sided relationship, one might take the example 
of the Holy Spirit. It is a central Christian belief, although one on 
which it is difficult to get a living grasp, that the Holy Spirit acts 
continually in men's lives. To understand this proposition and v/hat it 
means to Christians, one requires a substantial grasp of how it is 
revealed in the Scripture and the part it played in the early Church, an 
understanding of human beings and the drama of their lives, which it is 
almost impossible to have without a real acquaintance with literature,
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sufficiently clear philosophical and scientific concepts to enable one to 
think coherently about it, and enough understanding of the political and 
social realities of the day, to be able to conceive how the Holy Spirit 
might be acting in that world. Understanding this doctrine is not, 
however, a matter of academic importance only; one of the tests of 
success of a religious education would be whether the student has been 
brought at all to understand the world as the sphere of God's action.
These two reasons, then, support the view that there is such a thing 
as Christian education. As education, its aim must be to bring the person 
to familiarity with and competence within its areas of understanding.
To meet the criteria of education already outlined, Christian education 
must seek a certain breadth of understanding and must be performed in a 
morally acceptable manner, avoiding indoctrination and conditioning. The 
Christian teacher's relation to the pupil is very like that described by 
Peters; he is not there to impose anything of his own on the pupil. As 
a mature adult Christian, he stands before the pupil - to refine the 
language and the concepts for religious "conversation” - for the dialogue, 
which the believing Christian carries on with God. The pupils before 
him in the Catholic school are already "in the faith" and members therefore 
of the Christian community. However, faith or belief in Christ is a free 
human act, even though divinely initiated and enabled; the act cannot be 
made for the pupil by someone and it cannot be imposed from the outside.
As Moran (1966) puts it: "I cannot form Christians; I cannot make men to 
be free ...the most that one can do for another is to try and help him by 
an indirect kind of communication to discover for himself the Christian 
he is called to be." This means that if the student is to mature as a 
Christian, at least once, and possibly on several occasions, a definite 
choice, a definite committed act of belief is essential. Since such an 
act is psychologically impossible before adolescence, adolescence is 
obviously a crucial time for the students' religious development.
If belief and religion are to be freely chosen, then unbelief and 
irreligion must at least be a possibility, and that possibility needs to 
be realised especially within the confines of the religiously oriented 
school. At least two sorts of things prevent this choice of religion/ 
non-religion from being made: childhood conditioning or inexperience of 
any religious faith community. The student cannot choose what he does 
not know. It could be that childhood conditioning and the perpetuation 
of the magical attitudes of childhood prevent the choice being 
entertained, let alone made; it could be that complete ignorance of the 
language and the experience of any faith community likewise prevents the
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choice from being entertained. Ideally, in his mature experience, the 
student examines what his commitment to Christ entails, the quality of 
life that it demands, the insights that it gives, and then makes his 
choice. Faith, however, is still a divine gift and not the result of an 
exercise in history or philosophy or scripture study and the efficacy of 
religious education cannot be tested really by whether or not the student 
believes.
The relation of religion to religious education, however, is very 
complex; the connection between the '’commitment" I have spoken about 
earlier as internal to education and the commitment in religion is likewise 
very complex, and to my mind not yet sufficiently explored. To take the 
second point first.
To be educated in P e t e r s’ language means^among other things^to be 
committed to certain procedures inherent in a discipline, and while science 
and literature make demands, these demands are nov/here near as radical as 
those imposed by Christian Revelation. Christian Revelation involves not 
only knov/ledge and commitment to principles like respect for evidence and 
openness to imaginative experience; it involves a radical commitment of 
one's whole life, not just to principles but to a person, who makes demands 
and for whom moral and religious action "to keep my commandments" are the 
conditions of discipleship. A n  understanding of Christian education in 
turn involves at least an understanding of this delicate balance between 
"teaching about" religion and "teaching of" religion on the part of the 
educator, and some understanding of the subtle relationships that exist 
between knowledge, belief and commitment on the part of the one being 
educated.
As religious education in the context of this essay involves education 
in one particular faith community, the problems of teachers in a Catholic 
school are somewhat less than those facing teachers in the pluralist 
State school. However, there does seem to be a problem, at least a 
conceptual problem, in deciding just h o w  integral to religious education 
is moral and religious training, the inculcation of acceptable religious 
and moral habits and practices. A  case could be made, I think, for what 
one might call pre-moral education, pre-religious education, in a child's 
early years, provided, that as the child passed into secondary years, the 
idea of personal choice and personal freedom became paramount. What is 
certain, however, is that religious education cannot take place apart 
from some particular faith community, a community which involves at least 
the family and the local Church, and in the context of the Australian 
Church, often the Catholic school.
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There is still a problem about taking commitment in P e t e r s 1 sense as 
being internal or integral to the concept of the educated man, not only 
in religious education but also in science or morals. It is quite 
conceivable that a Professor of Science could steal somebody e l s e 's 
research and publish it under his own name; it is quite conceivable that 
a Professor of Moral Philosophy would k now all the rules of moral action, 
be able to make the right distinctions and so on, yet fail to observe the 
rule of honesty in his own private life. Finally, it is quite conceivable 
that a person ma y  have gone through all the motions of religious education 
- may know his Scriptures and his theology, m a y  worship God, keep the 
commandments and perform acts of service, and yet reject Christianity at 
some stage in his life. All I want to point out is that the cut-off 
point between education and "success" in education on Peters' criteria is 
a very hazy one, not only for religious education, but for any form of 
education.
With regard to the scales i n  religious education there is at least 
one other problem in what is being measured. Is it orthodoxy or 
religiosity? And the two are not the same thing. Currently, anyway, 
in the Catholic Church, orthodoxy is associated with conformity, v/ith the 
dull and passive Christian - the one who does his religion mechanically - 
who goes through the motions of Sunday Mass attendance for instance, sends 
his children to Catholic schools, helps with the school fete and so on.
The "religious" m a n  in this current trend of thought is a more charismatic 
figure - one less bound to the institutional Church and to the laws of 
Mass attendance, but more concerned with helping others in distress, and 
with working on projects like Action for World Development. The apparent 
dichotomy betv/een the charismatic and institutional Church is so 
widespread now, that it does not have to be documented. With regard to 
m y  own study, I have to say that I do not know for certain whether I have 
tapped the merely orthodox or the genuinely religious impulse of the 
students. I< do not know for certain either that the religious scales do 
not measure indoctrination by the staff. However, I have some 
indications that free choice, the willingness and the autonomy demanded 
by Peters have been observed. The evidence is by no means conclusive, 
but in the Religious Values scale^ the four free choice items go together 
in the 10-item scale, and in this scale they are the key items. Examples 
of these items are: Christ is a real person for me in m y  daily life;
As far as I can I intend to base m y  life on the teachings and example of 
Christ; I like to take an active part in the liturgy of the Mass. Not 
only do these free choice items link together wit h  other items of
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religious "orthodoxy", the whole scale of Religious Values is linked 
closely v/ith the religious understanding scale: Post Vatican Theology.
Prom an examination of the statistical linkages of certain types of free 
choice items, and their high correlation with orthodox moral and religious 
values on the one hand, and then the correlation of the whole scale v/ith 
religious understanding on the other^ I am inferring that this is at least 
possible evidence of autonomy and non-indoctrination.. This question is 
discussed further in Chapter 9.
Criteria for Religious Education
In setting up the criteria for religious education, one has to take 
into account both the theological and the phenomoenonological elements of 
religion already hinted at. The first of these involves the truths of 
Christian revelation, to which one gives trustful assent, while the second 
involves the free act of believing on the part of the Christian. As 
Augustine points out, while the two can be distinguished, they should not 
be separated, though teachers today in Australia make much of the point, 
that in earlier times, Christian educators emphasised the "truths" of 
Christian revelation and ignored the internal act of commitment. Catholics 
in particular were supposed to have been strong on the "truths" and 
Protestants on "commitment". Commitment, however, does not operate in a 
void and as recent Biblical and Patristic studies of the Apolostic Kerygma 
have emphasised, one is meaningless without the other. J.N. Kelly (i960) 
for instance, Paul Tillich (i960) and Mouroux (1962) show that the personal 
gift by which one believes is indissolubly united to the truths to which 
one gives trustful assent - on the testimony of Christ.
As a beginning, (in the attempt to set up critorla for religious 
education) one could say that students who are religiously educated would 
understand in depth the language and the doctrines of Christian revelation 
mediated by the Church. This means that they would be able to distinguish 
nuances of meaning i n  much the same w a y  as they can distinguish between 
adequate and less adequate interpretations of the trial scene in King 
Lear or of the causes of World War II. At the same time, the student 
would be able to see the transforming power of Christian revelation, its 
capacity to relate and integrate other forms of knowing, without in any 
v/ay destroying them. These two aspects of religious education are 
measured in the religious understanding scales: Post Vatican Theology and 
the variable called Integration, where the student records the degree of 
relationship he perceives between Christian beliefs and secular subjects.
That commitment to Christ, which as suggested above, is inseparable 
from the understanding of the truths of revelation is also integral to 
religious education, at least in one sense. For the believer, the
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transforming and integrating power of Christian Revelation, ideally 
anyway, issues in a way of life, in which the truths of revelation are 
internalized, freely accepted and acted upon. This means that in 
religious education as in moral education, the criterion of "success" has 
something to do with action and not only with understanding. In the 
case of Christianity, this "action" involves the activities of worship, 
prayer and service to others, and a moral life based on the Commandments, 
which are at once a code but which involve a free and rational response to 
Christ. That these elements of religious life be intelligent, they need 
to be animated both by understanding of Christian revelation and also of 
other forms of knowledge.
In Peters' sense, commitment to what is internal in worthwhile 
activities is a sign of the educated man. Commitment in his sense means 
commitment to the methods of science and history as I have indicated; it 
does not m ean commitment of any particular propositions of science or 
history. It is just too facile to pass from Science to Religious 
Education and say that commitment in religious education means commitment 
to Christ and His teachings - because the word commitment is being used in 
two different senses, and the narrower concept of religious education is 
being confused with Christianity. V/hile one has to admit that there is a 
logical problem here - that the religiously educated person m a y  know the 
Christian revelation, live a life of worship, prayer and service and still 
not be committed to Christ, the chances of this happening in practice seem 
to be v ery remote, at least from the statistical evidence in this study. 
For this reason, I am assuming that in theory and in practice the 
religiously educated student accepts the teachings of Christ, acts on them 
and that this acceptance and action are based on free choice, intelligent 
understanding, rather than on family custom or social pressure. This 
aspect of religious education is measured in two scales: the Religious 
Values scale already mentioned and the Religious Practice scale.
Finally, the religiously educated student would see that religious 
education is integral to education generally, not necessarily more 
important than Liberal or Social Education but certainly part of the whole 
educational process. It does not seem to me to matter a good deal if 
students put less importance on Religious Education as a goal of the 
Catholic school, than they do on liberal Education or Social Education or 
Examination Achievement. The success of religious education or of 
examination achievement is not to be measured by the importance the 
students assign to the goal as an ideal of the school; it is to be 
measured rather by what the students do in the tests measuring religious
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or examination performance. In Chapter 7, there is a discussion of the
relationship betv/een the various student goals of the school.
The Goals of Catholic Schools
To turn n o w  from the more speculative discussion of religious education
to the concrete reality of the Catholic school. The obvious point to
keep in mind is that the aims or purposes of education are not synonymous
v/ith those of high schools. One can argue, I think, that the primary aim
of any school is education in the sense already outlined, realising at the
same time that the school is a complex organization with many goals and
functions, not all of which are educational. The nature of these goals
and functions varies according to the time and general cultural milieu and
according to the needs of the students; the little bush school of the
nineteenth century, the pre-World War I Country Convent boarding schools,
the prison schools, the present six-stream entry high schools are typical
examples of history, culture and student needs constraining the goals and
functions of the school.
I would still want to argue, however, that the primary aim of the
school is education in the sense already outlined, and that the primary
aim of the Catholic school is religious education also in the sense
outlined. In arguing this, I am not depending on the conceptual connection
which exists between "school'' and "educate" but on the fact that every
child has both a right and^in the contemporary world a vital need for
education if he is to live an intelligent and fruitful life. As the
Declaration on Christian Education puts it:
Since every m a n  of whatever race, condition and age is 
endowed with the dignity of a person he has an inalienable 
right to an education corresponding to his proper destiny 
and suited to his natural talents, his sex, his cultural 
background and his ancestral heritage (Abbot, 1966: 639)*
In virtue both of the need and the right mentioned above, the Catholic
school is absolutely committed to providing an adequate secular education;
if it fails to provide such an education, the Church by the admission of
its own highest Council is depriving the pupil of his supposed
"inalienable right." Further to this however, if v/e understand religious
education in the way suggested above, we can see that it is so closely
interwoven with other areas of knowledge and understanding, that it can
only succeed if general education itself succeeds. This fusion of
education and religious education will be a constant theme throughout
this study.
The categories already used i n  discussing education have some 
clarifying value in discussing the Catholic school. Applying these 
categories^I have argued that the primary aim of the Catholic school and
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therefore of the principal, is to provide education which is also a 
religious or Christian education and that teaching procedures, teachers' 
attitudes, and school organization are v ery much a matter of educational 
content. The special problem this poses for the Catholic school io 
discussed later. This central aim is to be distinguished from other 
aims of the school, which can be thought of as purposes of education and 
which can be achieved by providing Christian or religious education; 
examples of such purposes would be the general religious development of 
the pupil, the capacity to act redemptively in the world. There is a 
third class of aims contingent on the above, or in some wa y  concomitant 
with them. Christian education for instance inevitably means the 
introduction of the pupil into some faith community, and the inculcation 
of v/hat the Declaration of Christian Education calls ."sound religious and 
moral habits." Finally there are other aims of the school, which do not 
come into the above categories, and w hich are usually called functions. 
Thus socialization, the delineation of adolescent and adult roles, 
selection for tertiary education and industry are obvious functions 
performed by schools in our society. For purposes of convenience I am 
using "goals" to cover all categories in the Goals Questionnaire 
constructed for the study.
So far in this chapter, I have examined the concept of religious 
education in Australian history, and pointed to certain changes in the 
Catholic Church generally, which seem to be modifying the theological 
concept in important ways. Next there was a discussion of the concept 
of religious education in philosphical terms, derived partly from the 
recent theological and institutional changes in the Church, and partly 
from recent developments in the philosophy of education. On this concept 
of religious education were based the m ain theoretical emphases to be 
found in the questionnaires prepared for the study. This analysis of the 
concept of religious education established the criteria for the 
religiously educated person, and provided the theoretical basis for the 
discussion of the goals of the Catholic school.
The concept of religious education thus explored, and the concrete 
reality of the Catholic school, provide the link between the first two 
concepts in the title of this study: religious education and school 
climate. As the aims of education are inherent in the procedures and 
attitudes of teachers, as they initiate th© younger generation into that 
"conversation which gives place and character to every human activity", 
so the goals of the school are mediated both by the formal curriculum of 
studies, and the operating policies of the school. As Perrow (l96l) 
points out, the operative goals of any organization are those which are
embedded in the operating policies and daily decisions of personnel; these 
goals and not the formal g oals are the important ones in practice, in his 
opinion. As Peters says, in a well-known passage: "Don't tell me what 
you want to do, tell me what you do, and I will tell you your real goals."
This concept of operative goals, real goals or v/hat I have called the 
actual goals of the school, is closely connected with the idea of school 
cl i m a t e . Some indications of the operating policies of the school and 
its day-to-day organization, in the view of those actively participating in 
the school community, are to be found in the various scales measuring 
actual g o a l s , student and staff perceptions of the principal and school 
morale and the school generally. In the Introduction, school morale was 
described rather than defined, as "the atmosphere, the sum total of 
relationships and behaviour patterns - the dynamics of all the persons 
included in a school, as they relate to and effect the purposes of the 
school ..." And this description seems to fit fairly well with the whole 
idea of teachers' procedures, attitudes and values, student-teacher 
interaction, and student-student interaction all in some way mediating 
the goals of the school.
The concept of school climate, however, is necessarily fairly 
imprecise and nowhere near as exact as that of religious education.
School climate is really an operational concept, and it is quite reasonable 
to say that the precise meaning we give to the concept "climate" is what 
we do in measuring it. In other words, as I pointed out in the 
Introduction, v/e select certain strategic variables and use these as 
indirect indicators of the dynamisms and relationships that we are 
interested in measuring. School Climate, therefore, takes its precise 
meaning i n  the study, not from logical analysis of the concept, but from 
the staff and student perceptions of certain aspects of the school.
The final concept in the title of the study is achievement, and in 
religious education and education generally, it simply means meeting the 
criteria written in to education. Achievement in education and religious 
education is to be seen in terms of what the student thinks, values or 
does. V/ith regard to achievement in "religious education" and "school 
climate", however, there is not so much a different sense of the word 
achievement, but achievement in different areas of school life. As 
Halpin (1966) points out, the achievement or effectiveness of a school 
might just as well be measured by "morale" as by examination performance - 
or religious performance for that matter. At any rate, while I have not 
included the notion of examination achievement in the title of the essay, 
it has already been implied. 3he central point of interest, however, is
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not achievement in any one particular area of school life, but the 
pattern of relationships between the various areas of achievement: 
religious education, school climate and examination performance.
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'HIE STUDENT AM D  STAFF QUESTIONNAIRES
The various student questionnaires and the data on examination 
performance are meant to tap different aspects of the contemporary 
student's experience of the Catholic school and are meant therefore to 
be seen as part of a whole. Data on students' general ability and 
performance in the Higher School Certificate are derived from the A.C.E.R. 
Advanced Test N, and the New South Wales Education Department 
respectively. Data on students' expectations and perceptions of and 
attitudes to the school, on religious outcomes and leisure activities 
are derived from three questionnaires constructed for this study: the 
School Goals and School Climate Questionnaires* and the Religious Outcomes 
Inventory.
The questionnaires are based on a number of fairly simple assumptions 
some of these refer to education and schooling generally, others to 
religious education and religious schooling in particular, and others 
again to the students' expressed values and attitudes. The first set of 
assumptions is: that the school's central goal is education in the sense 
already outlined, that the principal's main task is to provide an 
environment for staff and students in which such education can take place, 
that teaching procedures, teachers' values and attitudes and the decisions 
in the day-to-day organization of the school are as m uch a matter of 
educational content as academic subjects, and finally that the school has 
purposes and functions in society other than education - such as the 
delineation of adolescent and adult roles and selection for tertiary 
education.
The second set of assumptions refers to religious education and 
schooling. These assumptions are: that religious education is integral 
to education, that the Catholic school has a special though not a 
necessary role in religious education, that this role is one of 
partnership with the family and local Catholic community, and finally 
that the Catholic school has purposes and functions in society other 
than religious education.
Chapter 5
The School Goals and School Climate Questionnaire is really two 
distinct questionnaires given in a combined questionnaire. For 
convenience I have treated them as one in the discussion in the 
following pages.
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The third set of assumptions concerns the student who is the central 
focus of the study. To understand the adolescent^ it is important to 
k n o w  what she thinks., what she perceives, what she values, what she does 
and above all what she feels. As Jersild (1963) points out, the more 
we seek to understand the adolescent's world^the more necessary it becomes 
to look into feelings - pride, enjoyment, distaste - since these are 
inevitably bound up with v/hat she thinks, values and does. In order to 
assess the students' valuesw it is necessary to assume that the statements 
endorsed by the student represent her underlying thoughts and underlying 
v a l u e s .
The data from students are divided into three mai n  parts: (l) School 
Goals and Climate Questionnaires, (2) Religious Outcomes Inventory, (3) 
Examination Achievement. Hie data from staff are divided into two main 
parts: the School Climate Questionnaire and the School Goals 
Questionnaire. I propose to take each of these in turn, to examine the 
structure of the questions and to give examples of individual items.
Data Prom Students 
School Goals and Climate Questionnaire
This questionnaire is divided into four main sections: Home 
Background, School Goals, Influences on Religious Development and School 
Climate. As Home Background has already been examined at length in 
Chapter 3, I intend to discuss the sections on School Goals, Influences 
on Religious Development and School Climate.
School goals
This section of the questionnaire is taken up with students' 
perceptions of the goals of the school: v/hat they ought to be and v/hat 
they are in practice. The items for this section of the questionnaire 
are derived from items suggested by an analysis of the Vatican II 
Declaration on Christian Education and of the Constitutions of various 
teaching c o n gregations; the actual formulation of items derives from the 
analyses of R.S. Peters and P. Hirst already discussed, in which aims of 
education are seen to be embedded as much in procedures and t e a c h e r s ' 
attitudes as in the actual knowledge and understanding of the content of 
the various disciplines.
Some of the goal statements are directly concerned with content:
in the sense outlined by Peters and Hirst:
Catholic schools ought to give students experience in the main 
areas of human knowledge: Arts, Science, Humanities.
Catholic schools ought to integrate Christian Doctrine with 
secular subjects where this is possible.
Some goals refer to intellectual skills rather than to content:
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Catholic schools ought to teach students habits of critical and
independent thought.
Other goals refer to staff pro ce dure s-^and attitudes towards pupils:
Catholic schools ought to reverence each pupil individually 
irrespective of capacity or appearance.
Catholic schools ought to give each pupil some success in school 
life.
Some goals point to the school as a specifically Christian community:
Catholic schools ought to provide an atmosphere of Christian 
community where people are genuinely concerned for one another,
and with specific opportunities for worship as a community:
Catholic schools ought to provide opportunities for students to 
take an active part of the liturgy.
At the same time the notion of personal freedom in religious
participation is included:
Catholic schools should give sixth-formers complete freedom in 
attending school Masses.
Some goals are more directly concerned with the school's functions in
preparing students for adult roles:
Catholic schools ought to make students aware of current social 
problems (e.g. poverty, drug addiction).
Catholic schools ought to encourage discussion of controversial 
topics (e.g. sex, politics, war).
Other goals are concerned with the school's more obvious function of
preparing students for tertiary education:
Catholic schools ought to prepare students for tertiary study 
(e.g. by developing good study habits).
Catholic schools ought to prepare students to pass the Higher 
School Certificate as well as possible.
Students are asked to give two judgements on each item: the
importance they think the goal ought to have, and the importance actually
placed on that goal in their experience at school during their sixth-form.
Eac h  student therefore is asked to give an estimate of the ideal and the
actual situation with regard to each goal. This was done by asking the
students to respond to each g oal statement on a five-point scale from
Most Important to No Importance.
The actual goal as perceived by the student, should not be confused
with the achievement or "success" of the goal however. It is quite
conceivable that the principal and the staff would be stressing a certain
goal, the building of Christian community for instance, and for the
students not actually to experience the success of that goal, in this
case the effects of Christian community. The "actual goals" then are
really the students' perceptions of staff intentions or staff performance
as indicated i n  their behaviour^ rather than of the successful achievment
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of the goal. It could v/ell be^  of course, that students make no distinction 
between "actual goal" and "achieved goal", but the direction in the 
questionnaires is quite clear: "Please record the degree of importance 
your school is actually placing on this goal. You are not expected to 
make rash generalizations about schools in genera],.but simply to record 
your impressions gained from your experiences in sixth-form this year".
Influences on religious development
In this section there is an attempt to set the Catholic school in the 
larger context of the Catholic community. Students are asked to rate the 
importance of various influences on their religious development on a five 
point scale from Most Important to No Importance; their religious 
development in this context is defined as their knowledge and understanding 
of Christian Doctrine, their present commitment to Christ, their own 
habits of prayer and sacramental attendance. The influences are:
The instruction and example of parents,
The example and guidance of teachers,
Religious instruction classes at school,
Friends at school,
The local parish Church,
Some special priest such as a chaplain, retreat master, 
camp or seminar leader.
Within this section too are included students' perceptions of the
relationship between their Christian beliefs and secular subjects, and two
items recording their feelings of loyalty to the school, and their amount
of involvement in school activities. These three items are subsequently
referred to as Integration, Loyalty and Involvement.
School Climate Questionnaire
While the "actual goal" items discussed above seek to get at the 
students1 experiences within the sixth-form class-room situation, the 
School Climate Questionnaire is wider in scope and seeks to get at the 
students' impressions of the school generally. It contains 53 items 
probing the students' perceptions of the principal and the morale of the 
school, the relationships betv/een staff and students, and the discipline.
It includes items that emphasize the needs of the sixth-form student: 
personal freedom for instance, enjoyment of school subjects, opportunities 
to succeed in the public examinations, and the interest and encouragement 
of parents.*
* As already indicated, no data were collected directly from parents, 
and these items only record students' perceptions of parental 
interest, aspirations, over expectations, etc.
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The Principal
The ten items on the principal of the school sought to identify the
students' perceptions of her as a school leader, with the obvious task of
day-to-day organization.
The principal is a good leader in the school community.
The principal organizes the school efficiently.
The principal has the special task of helping staff, students and parents
internalize the religious goals of the school and there are four items on
this aspect of her task; the four items on goals are:
For the most part the parents of the senior pupils accept the 
religious goals of the school.
The religious goals of the school are well understood and 
sympathetically received by the lay staff in this school.
In this school there is a well defined policy with regard to 
school goals and the means of implementing these goals.
For the most part the senior pupils understand and accept the 
religious goals of the school.
The principal has need of special gifts of understanding and of openness
to new ideas, as well as the capacity to listen^not only to stafj.but to
senior students, so items like the following have been introduced:
The principal gives the impression that she understands people's 
problems: staff, students and parents.
The principal is prepared to listen to constructive criticism 
of the school and to weigh that criticism carefully.
Morale
The items on morale sought to discover the students' perceptions of
fairly intangible things such as school spirit, a friendly atmosphere and
a general feeling of life and enthusiasm:
The teachers in this school show much school spirit (i.e. they 
are concerned about the students' welfare, and are interested 
in school functions).
The relationships between staff and pupils' parents are very 
friendly.
Teachers carry out their work with energy and pleasure.
The principal inspires confidence by her energy and enthusiasm.
Central to the sixth-formers' feelings of confidence in and satisfaction
with the school are confidence in the professional competence of the
teachers and a sense of the school's academic standing, so items such as
the following have been introduced:
Teachers at this school are well qualified and have the 
necessary teaching skills.
This school has a high academic standing in the local community.
I think this school is making a worthwhile contribution to 
Australian life today.
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Needs of sixth-form students
Careful attention is given to the special needs of the sixth-form
students: their need for freedom of choice, and their need to be known:
In this school there is too much emphasis on conformity to 
external rules..,.
Teachers here do not know the sixth-formers as individuals. 
Attention is also given to an important aspect of education, namely the 
enjoyment of school. This seems to me as important a criterion for the 
schoolfc '’success" in education as achievement in any examination including 
the most "enlightened" examination which may well be able to measure the 
aims in education:
On the whole I have enjoyed my classes this year in English, 
and the item was repeated for Science, History, Christian Doctrine.
Parental attitudes
Finally attention is given in the questionnaire to the students1
perceptions of parents' attitudes: their interest in the student’s school
work, their general satisfaction with her progress, their expectations of
her as a student, and finally their post-school aspirations for her.
Examples of items are:
T/for parents are really interested in my school work.
My parents want me to go on with higher education if I am 
capable of it.
The Student Religious Outcomes Inventory
This questionnaire is divided into three main parts: Religious 
Beliefs and Understanding, Moral and Religious Values, Religious Practice; 
a fourth section of the questionnaire is concerned with students' Leisure 
Activities. The general plan of this questionnaire is derived in part 
from the Notre Dame Inventory of Catholic School Outcomes (Neuwien, 1966) 
and from the Adolescent Questionnaire used by Greeley and Rossi (1966).
Religious beliefs and understanding
In Chapter 4 I discussed some of the changes in the Church since the 
Second Vatican Council. To highlight the new emphases in theology, I 
have taken sixteen key doctrines of the Church, and set down a Post- 
Vatican II, and Pre-Vatican II formulation of the doctrine. The 
Pre-Vatican items.developed for this study, stress emphases common before 
the Second Vatican Council: an impersonal and intellectualist approach, 
a neat categorization of doctrine, "true” for all ages and all cultures, 
a confidence in the Church as the best way for salvation, an attitude to 
the Bible as the buttress of faith. The post-Vatican items developed for 
the study are less neat and exact than the Pre-Vatican formulations; they 
are descriptions ra.ther than definitions of doctrine and stress more the 
new emphases in the Church: the subjectivity of faith, the pilgrim nature
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of the Church, the need to recognise other faith communities. A comparison 
of any two items on the same theme illustrates these differences of 
emphasis.
The Post-Vatican items were compiled with the help of a group of 
theologians, scripture scholars and sixth-form Christian Doctrine teachers, 
using the Documents of Vatican II (Abbot, 1967) and the works of Karl 
Rahner* as the main references. The Pre-Vatican items were taken from 
various Catechisms and Christian Doctrine texts, which were used in 
Australian schools about ten years ago. Care was taken^however, to see 
that the Post-Vatican items were not worded to make them more attractive 
and obviously "better". The Post-Vatican items are very like the 
"Advanced" type response in the Notre Dame study; the Pre-Vatican items 
like the "Conventional" responses.
A pilot test on these items revealed some serious misunderstanding by 
students in interpreting the questions, so more precise directions are 
given in the final version of the Inventory. These directions point out 
the obvious limitation of trying to fit all the richness and complexity of 
a doctrine into a short proposition, and then go on to ask the student to 
estimate the adequacy of each item as an explanation of the meaning of the 
doctrine, despite the obvious limitation already mentioned. The questions 
assume that the students are Catholic, and that by sixth-form they have a 
fairly sophisticated understanding of the main doctrines of the Church, and 
hence that they would be able to reason about religious questions and 
discriminate sharply between different interpretations.
This test is like the Notre Dame Religious Understanding test in that 
it selects key doctrines and provides statements which are more or less 
adequate interpretations. It differs from it, however, in the actual 
choice of key doctrines, in the number of possible responses, and most 
importantly in that students are asked to rate both items (the Pre-Vatican 
and the Post-Vatican) on a five-point scale from Most Adequate to Not At 
All Adequate. The Notre Dame study asked students to select one of five 
possible responses, because the rating scheme was actually included or 
implied in the items themselves; the five responses represented five 
different levels of understanding: "advanced", "moderate", and so on.
During the period of preparing this Inventory, I discussed the Notre Dame 
items with a group of theologians, philosophers and sixth-form Christian 
Doctrine teachers, and there was general agreement that the items were not 
appropriate for Australian schools in 1970, though they were obviously 
appropriate for the United States senior forms in 1965. On the advice
* 'The main works of Karl Rahner consulted were: A Concise Theological 
Dictionary (London, Burns and Oates, 1965) and Theological 
Investigations, Vol. 2 (London, Darton, Longman and Todd, 1967).
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of this group, I then opted for the less ambitious goal of providing two 
possible explanations on the basis of the Post-Vatican, Pre-Vatican 
orientations already described. The students did not know that these 
were the two orientations, and the items are not listed in any particular 
order; sometimes, the Post-Vatican item is first, sometimes the 
Pre-Vatican.
My decision to have the students respond to both items was made 
partly on logical grounds and partly because of the statistical techniques 
of correlation analysis which I intended to employ. I expected that 
students having a Post-Vatican orientation on one item would have Post- 
Vatican orientations on all the others; similarly, I expected students 
with a Pre-Vatican orientation on one would have a Pre-Vatican orientation 
on the others. Subsequent correlational analyses of the items proved 
that this was indeed the case. However, I had also expected that 
individual schools as well as students would have a clear Post-Vatican or 
Pre-Vatican orientation, and that these theological orientations would be 
associated with staff and students' experiences of the school environment 
- that schools predominantly Pre-Vatican for instance, would be perceived 
by the students and staff as rigid or authoritarian or closed to change. 
That these expectations are not wholly fulfilled will become obvious in 
my concluding chapters. However, in the complete absence of any other 
comparable instruments on religious understanding in Australia, this 
seemed to me a reasonable way to approach the whole question.
Religious and moral values
While the section above seeks to get at the cognitive aspect of the
student's religion, this section seeks to discover the degree to which the
students have actually internalized the moral and religious teachings of
Christ mediated by the Church. In view of my previous discussion of the
criteria for education, especially on morally acceptable methods such as
respect for the freedom and autonomy of the pupil, I have included items
tapping the student's free response to Christ in her daily life, as an
individual and a member of the worshipping community:
Christ is a real person for me in my daily life.
As far as I can, I intend to base my life on the teaching 
and example of Christ.
I like to take an active part in the Liturgy of the Mass.
I definitely would not go to Mass on Sundays if I were really free 
to stay «way ("free" here means free from parental or 
social pressure).
The questionnaire also includes items on the student's acceptance of the 
authority of the Church.
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I think that Catholics should go to Mass at least on Sundays 
(unless prevented by some serious reason).
I think Catholics should go to the Sacraments regularly.
In addition, the Inventory seeks to discover the students* values on
social and moral issues like respect for life, honesty, drug taking,
racial discrimination, world poverty and the responsibility of car
drivers. Students by sixth-form certainly know v/hat the Ten Commandments
are, but whether they accept them in their personal lives is another
question. In this section of the Inventory I have included items which
are basic principles derived from the Ten Commandments:
A respect for truth is a fundamental element in the stability 
of any society,
and other items derived from such principles, but which refer to personal 
behaviour:
I think people are morally obliged to be accurate on their 
income tax returns.
I think it is all right to steal small things (e.g. clothing) 
from a department store.
The items on respect for life also refers to personal behaviour:
Abortion is all right if pregnancy is the result of rape.
In terms of the criteria already discussed, the "educated" Christian*s
understanding of doctrine and personal commitment to Christ should issue
in a whole way of life in which basic Christian values animate her
actions. This means that contemporary issues like the responsibility of
car drivers, drug taking, social justice and concern for world poverty
should take on a special significance for the Christian. In an attempt
to see how closely specific Christian values such as understanding of
doctrine and commitment to Christ are related to moral and social values,
I have selected iterns^ which could not have possibly been included in the
recitation of the Ten Commandments,which these students would have
experienced in primary school:
To drive a car when unsteady after drinking is not only 
foolish, it is morally wrong.
Trying out drugs (e.g. Marihuana, Purple Hearts) is all 
right provided you don't go too fair.
I don't feel morally obliged to stop after an accident.
(Suppose in this case you are not involved in the accident, 
that you are a nurse, and that there are few people in 
the vicinity.)
I would object strongly if coloured people came to live 
near to me.
This section also included the two items on parental religion 
already discussed in Chapter 3:
My parents expect me to go to Mass on Sundays.
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At least one of my parents goes regularly to Mass on Sundays.
In this section of the Inventory there are 23 items to which students 
were asked to respond on a five-point scale from Definitely Agree 
(Certainly True) to Definitely Disagree (Certainly Untrue). In my 
original draft of this Inventory there were 40 items^but in the refining 
of items and scales arising from my pilot study; 17 items appeared useless, 
at least for my purposes, and I omitted them in the final draft.
Religious practice
This section contained five items on students* habits of Mass 
attendance, reception of the Sacraments of Communion and Confession, 
service to others and prayer. In these items there v/ere six possible 
responses ranging from the "Very frequent" to "Very rarely or never" 
category. Items were put in the following way:
I normally attend Mass (excluding School Masses):
1. Daily or several times a week.
2. At least on Sundays and Holy-days.
3. About two or three times a month.
4. About once a month.
5. About four or five times a year
6. Very rarely or never.
Students in boarding schools were asked to confine their responses to 
school holiday religious practices, since in most boarding schoolSjMass 
attendance is compulsory on Sundays; in some others^  it is compulsory on 
at least one other day a week.
These items on religious practice are meant to be taken in conjunction 
with the two previous sections on religious understanding and religious/ 
moral values. As far as I know every research study on the religion or 
religious practice of adolescents indicates that Catholics are more 
"Orthodox" (McSweeney, 197l) on Christian values and higher on religious 
practice than other denominational groups (Pandey and Dempsey, 1967). 
Furthermore, Catholic-school Catholics are significantly higher than 
State school Catholics on religious practice (Greeley and Rossi, 1966) 
and girls in all-girls Catholic schools tend to be the most religious 
group (Heuwien, 1966). As Glock and Stark (1965) point out however, 
ritual is only one of the main aspects of religious experience and it may 
not be the most important. It is at least possible to be "ritualistic" 
in religion and in life generally - to do things unthinkingly or because 
they are expected of us. I have no real evidence that the Mass 
attendance of these students is associated v/ith intelligent convictions.
To foreshadow some future results of the correlation analyses,however,
I can say that because students* Mass attendance is highly correlated 
with other free-choice religious practices such as prayer and the
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reception of the Sacraments, there is at least the suggestion that it is 
not just an empty formality. Moreover, when the five-item scale 
Religious Practice is highly correlated both v/ith the Religious Values 
scale and the Post-Vatican scale on religious understanding, there is 
support, if not confirmation, for the view that students1 practice of 
religion is intelligent and not mechanical and ritualistic.
I do not want to overplay the "rationality” of adolescent behaviour, 
however. Quite by accident I met a sixth-form student in this sample at 
a weekday (and therefore optional) Mass. She made herself known to me, 
passed some comments about the Inventory, which she had found "quite 
interesting". She then went on to assure me that Christ was not a "real 
person" for her in her daily life and that she probably was not going to 
"keep with" the faith - yet she had walked over a mile to go to an optional 
weekday Mass.
Leisure time activities
This section of the questionnaire has nothing to do with religious 
understanding, values or practice, though it will be obvious in the 
following pages that certain types of leisure activities are more 
compatible with the various scales on student religiosity (and of 
examination achievement) than are others. The Cultural Activities scale, 
but not the Adolescent "Pop Culture" scale^  correlates highly both with 
Religious Values and v/ith the Higher School Certificate results.
There are 15 items in this section, and they are derived partly from 
the list suggested by Hansen (1972)*, and partly from an examination of the 
actual leisure time activities of a group of sixth-form girls. The 
purpose of including the items at all is to discover how far the educational 
aims of the schools are reflected in the actual leisure time activities 
of the girls. The items included: playing or listening to classical or 
serious music, going to the theatre (for plays, concerts or ballet) or 
to art galleries, discussing politics or religion, going to parties or 
dances, playing or listening to modern "pop" music, watching crime 
thrillers such as ''Homicide", reading magazines like Women1 s Weekly or 
Womanfs Day. To each of these items there was a five-point response 
ranging from Very Enjoyable to Have Not Tried It.
Preparation of Questionnaires and Inventory
I should point out at this stage that the student Questionnaire and 
Inventory just described were subjected to fairly detailed scrutiny and 
pre-testing. The Goals and Climate Questionnaire was given first to 
tv/o third and nine fifth-form groups in December 1969, to find out problems 
associated v/ith language, directions and the time needed to answer it.
* This list was suggested in Dr Hansen's unpublished Ph.D. thesis of 1969.
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Factor analysis of the 25 Ideal Goal items revealed four clearly defined 
dimensions which I subsequently named Liberal Education, Social Education, 
Religious Education and Examination Achievement. Analysis of the three 
main scales revealed a satisfactory level of reliability (Cronbach alpha:
0.81, 0.79, 0.75).* The School Climate section of the Questionnaire was 
given to the same groups, and subsequent factor analysis of them suggested 
that only 50 of the original 64 items were useful. Discussions with these 
classes, with small groups and with class teachers enabled me to modify the 
wording of some items, to omit some altogether and to add others. As a 
result of these discussions with staff and pupils, I decided to omit 
third-form students altogether, and to concentrate on the senior level; the 
fifth-form students of 1969 were, of course, the sixth-form class of 1970.
The Religious Outcomes Inventory was pre-tested with a sixth-form 
group in April 1970, and it was obvious from the students' comments that on 
the religious understanding section, directions were not clear, and the 
wording of some items was ambiguous. A factor analysis of all the 
Theology items,however,revealed two quite clear scales on Post-Vatican 
Theology and Pre-Vatican Theology with satisfactory levels of reliability 
(Cronbach alpha: 0.82 and O .84 respectively). Factor analysis of the 
religious-moral values and religious practice sections of the Inventory 
showed that there were four well defined scales and even though one of 
these scales was very small, I retained the items in the final draft of the 
Inventory. Analysis of the three main scales revealed a satisfactory 
level of reliability (Cronbach alpha: 0.84, 0.76, 0.68).
Student Examination Achievement
For the purpose of this study I collected information on students' 
performance in the Commonwealth Secondary Scholarships Examination, the 
Advanced Test N and the Higher School Certificate. The Commonwealth 
Secondary Scholarships Examination is a series of four papers in English, 
Humanities, Science and Mathematics,**for which candidates are presented 
in July of their fourth-form. These papers are constructed by the
A.C.E.R. and were taken by students in July 1968. The Advanced Test N is 
a test of general ability for adults and was taken by students in this 
study in July 1970. The Higher School Certificate is the final public 
examination for schools in New South Wales and the Australian Capital 
Territory, and is taken at the end of sixth-form - in this study at the 
end of 1970.
For the most part, entrance to a University anywhere, with the
* In the absence of the Greek letter alpha on the typewriter, the word 
has been spelt out each time.
** The actual title of the papers are: Written Expression; Comprehension and 
Interpretation - Humanities; Comprehension and Interpretation - Science; 
Quantitative Thinking.
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exception of the Australian National University, is determined by the 
scaled mark in the best five subjects - provided certain matriculation 
requirements are met. The matriculation requirements of Universities 
vary, and with the official notification of examination results, each 
student is given a list of the Universities for which she has matriculated. 
Principals of schools are given a complete list of their Higher School 
Certificate candidates with their scaled marks for each subject, and the 
aggregate of their best five subjects. It is this aggregate of the best 
five subjects that I have recorded for each student.
Staff Pata 
The Staff Climate Questionnaire
The Staff Climate Questionnaire devised for this study owes a good 
deal to the Organizational Climate Descriptive Questionnaire (O.C.D.Q.) 
devised by Halpin and Croft (l963). This particular questionnaire now 
being used extensively in Australian schools was developed by Halpin and 
Croft to provide a theoretical framework for the study of school 
"personality". In this,they relied heavily on the leader behaviour studies 
which Halpin had undertaken at the Ohio State University in the 1950‘s. 
Halpin's earlier experience convinced him that the study of leadership 
styles was of much greater value when seen in the context of related 
information about the organization itself. His new questionnaire, the 
Organizational Climate Descriptive Questionnaire (O.C.D.Q.) had at least 
four basic assumptions according to Walker (l969):
1. How the leader really behaves is less important than how the 
members of her staff perceive her to behave. Perceptions of 
leader behaviour will determine the behaviour of the group 
members and hence provide a measure of organizational climate.
2. An essential determinant of a schools "effectiveness" as an 
organization is the principal's ability (or her lack of ability) 
to create a "climate" in which she and other staff members can 
exercise acts of leadership.
3. A "desirable" organizational climate is one in which it is 
possible for leadership acts to emerge easily from any source, 
whether from principal or staff members.
4. The principal's behaviour in an "effective" school provides 
satisfaction to staff members in tv/o major respects: task 
accomplishment and social satisfaction. (See Walker, 1969: p.71).
The resultant O.C.D.Q. items were assigned to eight scales, four 
describing the principal as leader, and four describing the staff as a 
group; from the scores obtained on each of the eight sub-scales, profiles 
were constructed depicting each school's organization climate. Halpin and 
Croft found on their elementary schools sample in the fifties in the 
United States, that further factor analysis revealed a "constellation of the 
schools into six clearly delineated climates." These climates were ranked
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in respect to each school's scores on "esprit" or "morale" along a 
continuum from "open" to "closed", with six distinct climates: open, 
autonomous, controlled, familiar, paternal and closed.
This questionnaire has undoubted application in elementary schools 
in the United States. Although with some minor adaptations, it is now 
being used in research studies in some Australian schools, I found it 
unsatisfactory for Catholic secondary schools, when I used it in a pilot 
study v/ith the staff of seven schools in August 1969. The items on the 
questionnaire were often inappropriate for secondary schools; some of the 
assumptions underlying the questionnaire seem to me open to question and 
finally the statistical reliability of the various dimensions was very 
doubtful.
The relationship of the principal to the staff in an elementary school 
seems to me quite different from that of the principal to the staff in a 
large high school. The item:
The principal helps teachers solve personal problems, may be 
appropriate for a rural, elementary school, v/here the principal may be a 
father figure; it seems a quite unreal expectation for the principal of a 
staff of 50 or more, where staff-principal relationships are necessarily 
less close. Again the item:
Teachers' closest friends are other faculty members at this school, 
seems characteristic of a much less socially mobile people, when it was 
conceivable that one would live in the same place over a period of years 
and build up close personal relationships with other staff members. The 
fact that about half the staff members of high schools are new each year 
makes this item inappropriate. Other items are unsatisfactory specifically 
for Catholic schools. The item:
The principal tries to get better salaries for teachers, is 
obviously not relevant for Religious staff v/ho receive no salary; the 
item:
The principal is in the building before teachers arrive, is again 
not relevant in most Catholic high schools, where the principal and 
religious staff live on the premises.
The assumptions behind the Halpin and Croft questionnaire seem to 
need a very careful examination. Assumption 1 noted above seems to put 
too much importance on the role of the principal; more accurately it 
seems to overestimate the effect of leader behaviour on staff in the 
school situation. Other important influences determine staff behaviour, 
the requirements of the external examination system for example, or the 
needs of senior pupils. Moreover, teachers in a large high school can go
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for many days without coming into real contact v/ith the principal, and 
hence subject mistresses or the deputy principal, not to mention the 
students, are likely to be as important in determining staff behaviour as 
is the principal.
Finally, the O.C.D.Q. proved inappropriate on statistical grounds.
When factor analysed, the items did not fall into anything like the eight 
dimensions predicted, and the reliability for the eight scales was such 
that no much confidence could be placed in them. The eight dimensions 
on the O.C.D.Q. were the four on the principal’s behaviour: Aloofness, 
Production Emphasis, Thrust, Consideration and the four on staff behaviour: 
Disengagement, Hindrance, Esprit, Intimacy. The reliability Cronbach .'JLpha 
for each of these scales was 0.63, 0.28, 0.72, 0.48, 0.32, 0.77 and 0.65 
respectively.
For these reasons I devised a new Staff Climate Questionnaire, 
retaining some of Halpin's central ideas about leadership and staff morale 
but adapting them to suit the Catholic school as I knew it. In the 
concluding section of this chapter I intend to return to the problems 
caused by my use of the O.C.D.Q., because the opposition from lay staff 
in two schools and religious staff in another school modified considerably 
my whole research plan. For the present^  however, I intend to describe 
briefly some of my assumptions in planning the new staff questionnaire.
There seems to me two quite clear and distinct characteristics of 
leadership behaviour in Catholic schools: it is religious and without 
privilege. Because the school is a religious school, the principal must 
espouse the religious goals of the school, and enlist the support of 
staff, being careful that religious goals neither dominate nor subserve 
the other goals of the school. This means in practice that the personal 
relationships are a living embodiment of the religious goals.
Traditionally, in Catholic schools,these relationships were part of the 
community life of the Convent, where all/most of the teachers were 
religious Sisters, living together, with a common task of dedicated 
service. The necessity of personal relationships remains now but v/ith 
the addition of substantial numbers of lay staff, (more than half in most 
schools) there is a special burden on the principal to make the lay staff 
an integral part of the religious school, when in very many cases, there 
is no longer a common faith to sustain the integration and v/hen the 
motivation of lay and religious staffs is obviously different.
In the second place,leadership in a Catholic school is almost 
completely without privilege. There is no extra money attached to the 
position, because there is no money attached to any position; there is
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no special prestige or honour, and no one would want the position. It 
entails for the encumbent further work and responsibility, and heavy 
demands on time and energy.
These tv/o distinct characteristics of leader behaviour in a Catholic 
school have been written into the questionnaire, and appear on the revised 
scale headings as Goal Consensus and Christian Doctrine Teaching. At the 
same time,I tried to include in the questionnaire somethirg of the 
importance of personal relationships between staff and pupils, especially 
between staff and sixth-form pupils. The Halpin and Croft questionnaire 
concentrates on the teacher-colleague group, and pays no attention to 
relationships v/ith pupils as part of the "climate" of the school, or no 
attention for that matter, to any other features of the school environment, 
the demands of parents for instance, or the pressure of the examination 
system, which might be influencing it in important ways.
Like the Halpin and Croft questionnaire, in this revised questionnaire
there are four scales describing staff perceptions of the principal's
behaviour, and four describing their perceptions of staff behaviour. The
four scales describing the principal are: The Principal as Staff Leader,
The Principal as School Community Leader, Goal Consensus and Supports.
The Principal as Staff Leader scale seeks to describe the principal's
capacity to lead the staff and to listen to suggestions from staff members,
especially from lay teachers. The scale contains items such as:
Teachers are encouraged to speak up at staff meetings.
Lay teachers at this school have a real opportunity to share 
in decision and policy making.
The scale / The Principal as Community Leader^  seeks to describe the
principal's capacity to lead the larger school community, and contains
items such as:
Die principal gives the impression that she really understands 
people's problems (e.g. of parents, staff, pupils).
The principal seems to be genuinely concerned for the welfare 
of the staff and pupils.
These two scales are highly correlated of course .but there are subtle
differences within individual staffs, and a high score on one does not
necessarily mean a high score on the other. This can be seen from an
examination of the scores within individual schools.
The third scale referring to the principal's role is Goal Consensus. 
Religious goals are the special characteristic of Catholic schools, and a 
special task of the principal is to preserve the religious nature of the 
school, to ensure that parents, lay staff and pupils understand the 
religious goals, and to see that there is constant evaluation of the 
actual organization of the school in the light of the school's professed
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goals. This scale contains items already recorded on the Student Climate 
Questionnaire:
Senior pupils understand and accept the religious goals of 
the school.
and
There is a well defined policy re school goals and the means 
of implementing these goals in this school.
Finally, on the scales describing the principal is one called
Supports, fhis seeks to describe the ways in which the principal can
lighten the necessary tedium attached to teaching; all items are negative
and are reversed scored. The scale contains items like:
The demands of teaching are such that teachers have not the 
necessary time for recreation, cultural pursuits, etc.
and
Teachers generally have too many teaching periods.
The four scales measuring staff behaviour are Morale, Public
Relations, Friendships and Professionalism. The first of these seeks to
describe the staff perceptions of their own morale and closely resembles
the Halpin-Croft scale of Esprit. It contains items such as:
Teachers here are both well qualified and have the necessary 
teaching skills.
Teachers here show much school spirit (e.g. they are concerned 
about the "pupils" welfare, interested in school functions.)
Teachers carry out their work with energy and pleasure.
The morale of the teachers is high.
The second scale on staff behaviour is called Public Relations, and
is obviously closely akin to the Morale scale. However it is different
in that it seeks to describe the staff’s sense of their own responsibility
of maintaining school morale. This maintaining of morale and the public
image is the principal's responsibility primarily, but it is a
responsibility that must also be shared by the staff. For my purposes
this is an important scale. Until 20 years ago these Catholic girls’
schools were staffed almost wholly by Religious Sisters, and the interests
of the school, the maintaining of morale and the preserving of the
school’s image were part of the religious commitment and life v/ork of the
Sisters. Now with more than half the staff lay teachers in most schools,
this earlier concern and commitment are not necessarily written into the
staff’s definition of their role. The scale contains items like:
The principal is always looking for new ways to involve 
parents in the school.
The relations between parents and staff are friendly.
The school puts too much emphasis on external conformity 
to rules for students in sixth-form.
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There are friendly relationships between lay staff and 
Religious Sisters at this school.
'The third scale on staff behaviour is called Friendships and closely 
resembles the Halpin-Croft scale on Intimacy. It seeks to describe the 
social needs satisfaction of the group, and contains items like:
Teachers enjoy being together.
Teachers tend to form close friendships with other staff 
members.
The final scale on staff behaviour is called Professionalism. It seeks
to describe the sense of professional commitment, which is associated with
morale but can be distinct from it. Items are:
Some teachers here really do not want to teach.. .
Some teachers here give the impression of not wanting to 
belong to the school community.
The Religious Sisters at this school are not interested in 
secular education.,4
The ninth scale is called simply Christian Doctrine Teaching and it
seeks to describe the staff perceptions of one part of religious education,
namely the teaching of Christian Doctrine. It has been retained as a
separate scale and contains such items as:
Teachers here are quite confident about Christian Doctrine 
teaching.
These items are included at a time when formal Christian Doctrine teaching 
in Catholic schools is the subject of serious debate and when unprecedented 
numbers of Sisters are seeking exemption from classes in Christian 
Doctrine, especially in senior forms. The background to this present 
debate is very complex and, to my mind, little understood. For my purposes 
here, however, it suffices simply to record the fact of the debate and to 
suggest the three main areas of the debate that affect this study:
1. the polarization of attitudes of teachers as to what should 
constitute Christian Doctrine in the classroom; the so-called 
content-method debate, I have already referred to.
2. the lack of specialized training for teachers in Christian 
Doctrine, a lack made all the more obvious because of the 
increased specialization in other disciplines.
3. the common hostile attitude of senior students to Christian 
Doctrine teaching; there is much evidence for this in the 
student questionnaires.
Insofar however^as any principal of a school has understood her special
task as leader in a Catholic school, she will inevitably also have
understood her special role with regard to Christian Doctrine teaching
in the school.
On this revised Staff Climate Questionnaire there are 72 items and 
staff members are asked to respond to each item on a five-point scale 
from Certainly True (Definitely Agree) to Certainly Untrue (Definitely
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Disagree). Many of the items are in a negative form and these are 
reverse^  scored. It will be noted that 37 of the items are common to 
both the staff and students; I used these common items so that I could 
compare students' perceptions of the school v/ith those of staff.
Unfortunately it was not possible to have a pre-test on this revised 
Staff Climate Questionnaire. I discussed the items and the wording with 
the nine principals and with groups of teachers, but could do no more than 
this. As I have indicated in more detail in the next section, the 
opposition to my use of the original O.C.D.Q. undermined some staff 
support for my project, and changed its direction in important ways.
The principals agreed to having the revised Staff Goals Questionnaire in 
their schools, but asked that staff be free from further pre-testing.
By February 1970 when this revised Staff Questionnaire was being 
constructed, the main schools of my study had already been selected, and
I could not afford to antagonize staff in any v/ay. This particular 
staff questionnaire is one that needs to be treated with tact and 
understanding and it is certainly not one that can be "imposed" on 
schools and staff without a good deal of discussion, explanation and 
sympathetic support. I had at least the detailed factor analysis and 
then the McQuitty linkage analysis on the O.C.D.Q. items to act as a 
guide, and the level of reliability in four of the scales was satisfactory 
on this latter analysis (Cronbach alpha: 0.78, 0.72, 0.70, 0.58).
The School Goals Questionnaire
In my original plan for this study,I intended the Directors of 
Catholic Education, as well as the religious and lay staff of the schools 
in the sample to answer the same School Goals Questionnaire as that 
prepared for sixth-form students. Because of the opposition created by 
the O.C.D.Q. pilot study in August 1970, however, I was forced to modify 
my plans, and instead the School Goals Questionnaire was answered for 
Ideal Goals only, and by Directors and Religious Sisters only.
Opposition to the O.C.D.Q. came from the lay staff in tv/o schools, 
and from the Religious staff in another. Some of the staff members 
opposing the use of the O.C.D.Q. had previously used it as part of an 
external post-graduate course and they had little confidence in its 
validity; some were annoyed by what seemed to them the ambiguity and 
irrelevance of some of the items I have referred to above; others again 
felt threatened by the questions or thought them inappropriate on ethical 
grounds. Two of the principals then approached me and asked if questions 
to lay staff could be curtailed, and if non-Catholic lay staff could be 
exempt from answering the proposed School Goals Questionniare. Another
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principal asked if the Religious Sisters on her staff could be exempt 
from the Actual Goals section of the School Goals Questionnaire. After 
consultation with the principals, I agreed to revise the Staff Climate 
Questionnaire in the way I have outlined, and to confine the School Goals 
Questionnaire to perceptions of Ideal Goals, and to give it to Religious 
Sisters only. As this group was relatively small (N=114) I then 
decided to try for a larger sample, representative of Sisters teaching in 
Catholic secondary schools.
The Sisters and schools to take part in the Goals Questionnaire were 
selected in the following way. I examined the 1970 Australian Catholic 
Directory to find out the number of teaching orders with sixth-form 
schools in N.S.W. and the A.C.T. I then wrote to the Provincial/ 
Superior/Principal of the schools concerned, and invited them to take part 
in the questionnaire, and asked permission to send the questionnaire to 
members of their congregation in secondary schools other than sixth-form 
schools, and to members of their congregation teaching in sixth-form 
schools outside of N.S.W. and the A.C.T. Care was taken to include the 
same proportion of country and fourth-form schools as there are generally 
in New South Wales. The questionnaire to the Directors and Inspectors 
of Catholic Education was sent through the Federal Catholic Education 
Office by the Federal Director, Monsignor J. Bourke. The response rate 
was 96/6. In the final sample there were 565, including 30 Directors 
and 535 teaching Sisters; 24 teaching orders and 92 secondary schools 
were represented. The form of the School Goals Questionnaire is the same 
as that outlined above for the Student School Goals Questionnaire, except 
that the adults were asked to respond only to the ideal goal for each 
item, and not to the actual goal.
This,then, is a summary of the various questionnaires constructed for 
the purposes of this study. For the students there are the data on the 
School Goals and Climate Questionnaire, the Religious Outcomes Inventory 
and for the staff there are the data on the Staff Climate Questionnaire, 
and for the Religious Sisters in the nine schools and for the Directors of 
Education^ there are data from the School Ideal Goals Questionnaire. In 
the next chapter I will discuss in detail the methods of analysing the 
data, and in subsequent chapters the results on each of the questionnaires.
Part III
MEASUREMENT OF THE CULTURAL ENVIRONMENT OF THE SCHOOL 
Chapter C : Data Collection and Methods Analysis.
Chapter 7 : Staff and Student Perceptions of School Goals 
Chapter 8 : Staff and Student Perceptions of the School. 
Chapter 9 : Student Religious Outcomes.
Chapter 10 : Student Examination Achievement.
Chapter 6
DATA COLLECTION AND METHODS OF ANALYSIS
In Part II I discussed the two key concepts of religious education 
and school climate, which are central to this study| these concepts 
provided the theoretical bases for the questionnaires discussed in the 
previous chapter. The general purpose of Part III is to explain the methods 
of data collection and analysis, and to give the results that measure the 
various dimensions in the students’ cultural environment of the Catholic 
school. Part III therefore is divided into five chapters, the first on 
method and the four following,on the results for the student and staff 
School Goals Questionnaire, the student and staff School Climate 
Questionnaire, the student Religious Outcomes Inventory and Student 
Examination Achievement. This whole section covers what I have called in 
the Introduction: Stage I Data Analysis.
The strategy of this particular chapter is: (l) to make some 
introductory points about the sampling procedures and the actual data 
collection; (2) to define the terms used, to describe the preliminary 
processing of data and the general coding scheme adopted; (3) to discuss 
the methods used in forming scales; (4) to provide a rationale for the 
scaling procedures used,and finally (5) to point to the second processing 
of data needed for analyses in Part III and Part IV of the study.
Sampling Procedures and Data Collection.
The main pilot studies to test the School Goals Questionnaire were 
given to third and fifth-form students in November-December 1969* From the 
analyses of these pilot studies, it was obvious that senior students were 
better able to handle the questionnaires, and the decision was then made to 
concentrate on the most senior form in the school. Inevitably this decision 
places some limitations on the study. Concentrating on sixth-form students 
means that one is probably dealing v/ith an intellectual elite, and possibly 
too with a financial elite. However, even though there are disadvantages 
because certain selective processes are at work, there are also advantages. 
The students are mature; they are at the end of their school days, and 
their perceptions of their schools are not likely to undergo radical change 
during the period from June to October of their final year.
In the early part of the project, that is until July 1971» the data 
were collected from 12 schools, with a total of 772 sixth-form students.
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These 12 schools included the nine schools which subsequently became the 
main focus of attention, and three other schools which "matched” one of the
*nine schools in some way. The point of mentioning the larger sample at all, 
is that at Stage I Analysis of data, the construction of scales, this larger 
sample was used. However, as time was limited, I confined the main part of 
the study to the nine schools in New South Wales and the Australian Capital 
Territory. This decision ensured common external examinations at the end of 
sixth-form, reduced the number of dioceses from seven to four, and so 
reduced the amount of travelling for the researcher.
The final sample of 5&0 is slightly more than one quarter of the 
population of students in sixth-forms in New South Wales and Australian 
Capital Territory Catholic girls' schools. In effect,I am sampling a YEAR 
GROUP and making general statements that relate to other sixth-form year 
groups in the same Catholic school system. Simple inferential statistics 
are not really appropriate for this sort of sampling. Nevertheless, I have 
assumed that I have something approximating to a simple random sample, which 
ignores the clustering effects of students within schools. As a result, 
the tests of significance employed should not be seen as strict tests, but 
rather as guides to show differences that are worthy of further 
consideration. Care should consequently be exercised in generalizing from 
the results of these tests. Where tests of significance have been used, 
the tests are two-tailed in order to view the results in a conservative 
manner.
Some methodologists have pointed out that even when essentially 
"grab groups" are employed, as in this study, inferences should be made to 
populations comprised of "cases like these". (Cornfield and Tukey, 1956*)
Of course care must be taken to qualify properly the latter type of 
inference, but as Pruzek (1971) says it is worth pointing out that 
statistical theory need not be inhibiting even in cases "where sampling has 
been less than well controlled", in the strict statistical sense.
The original impetus for the study, the need to find relationships 
between structural characteristics (like multi-order organization) and 
student outcomes, dictated the research design in important ways. Moreover 
while the sampling has been "less than well controlled" in the strict sense, 
from my experience of Catholic schools, I would want to claim that this is
* One of these was a private school in another diocese taught by 
the same congregation as at Cavan Park. One was a regional 
school in another diocese administered by the same congregation 
as at St. Mary’s; the third was a multi-order high school v/ith
S.E.S. student home backgrounds similar to those of students at 
St. Margaret’s and Campion High.
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a representative sample of Catholic sixth-form girls’ schools. As I have 
pointed out earlier, the sample includes about one quarter of all possible 
schools in N-.S.W. and the A.C.T. and more than one quarter of all possible 
students in Catholic sixth-form girls’ schools.
The concentration of the main focus of the study on the students, 
both as individuals and then as members of a particular school or groups of 
schools, has meant that the adults associated with the school appear in a 
somewhat secondary role. The items on parental background, already 
discussed in Chapter 3, are included only in so far as they explain or help 
to explain student behaviour, and a good deal of interesting material on 
parents has had to be omitted from the study. The various scales measuring 
staff behaviour, though extremely interesting in themselves, are presented 
here only to help define the students' experiences of the school.
Similarly the scales measuring the Directors and religious Sisters' 
perceptions of the Ideal Goals of the school are mainly presented to 
highlight the differences betv/een adult and student expectations of the 
school. Data on adults then,are never presented completely in their own 
right; some of the serious methodological problems connected with relating 
staff and student data need only passing reference at this point, because 
they are treated at length later in this chapter.
The decision to restrict the main focus of the study to students, 
is not to suggest of course, that the students' perceptions of the school 
are necessarily the "true" ones. Their perceptions of the school are no 
more ’*trud!- , than are those of the principal, the staff or the parents.
One knows from common experience in schools, that very often students are 
ill-informed in their perceptions, judge harshly and without sufficient 
evidence. The fact remains that the students do judge, and by the end of 
their school days, they are very articulate indeed in making judgments on 
their school environment. And if students' judgments are ill-informed, at 
least in the opinion of adults, they are still their judgments, and 
presumably part of their general world view, part of the general pattern 
of meaning, students have developed to cope with their world.
* In 1970 in N.S.YJ. and the A.C.T.,there were 40 Catholic
sixth-form girls’ schools,presenting 1,835 students for the 
Higher School Certificate; there were a further 121 sixth-form 
girls from country . ceeducational/coinstitutional Catholic 
schools. In this sample,there were originally 572 students, 
but six left school between June and October, two were absent 
from one of the questionnaires because of illness, and four 
Buddhists were omitted from the Religious Outcome Inventory 
at the request of their principals.
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Great care was taken>therefore,to ensure that students understood 
the whole point of the study, and that they had reasonably similar 
conditions in answering their questionnaires. In April 1970 I visited each 
of the nine schools for the second time,to explain the student project to 
the principals, and to spend some time with each of the sixth-form classes, 
outlining the project and the type of questions students were likely to 
meet. One week before the questionnaires were to be answered, I wrote to 
students and staff,reminding them of the project, asking for their 
cooperation and assuring them of confidentiality. This is not to imply, of 
course, that students necessarily cooperated, or that their answers were the 
,ltrue” ones. It is to imply, however, that all possible care was taken.
The main data from students were collected in June and July of 1970; 
the School Goals and Climate Questionnaires in mid-June, the Religious 
Outcomes Inventory in mid-July and the Advanced Test N at the end of July.
In each of the schools, I administered the various questionnaires and the 
Advanced Test N myself, but in those schools where there was more than one 
sixth-form class, or where the sixth-form class could not be conveniently 
arranged in the one room, I was aided by a Research Assistant. The reason, 
why all data had to be collected by July ie that in August the Trial 
Higher School Certificate Examinations are held in the Catholic schools of 
New South Wales and the Australian Capital Territory. (Teachers normally 
use the marks secured on these papers as the estimated marks they have to 
submit with each student’s application form for the Higher School 
Certificate.)
Despite the care taken on my part, and despite.the obvious 
cooperation of principals and most sixth-form students, there are 
unavoidable risks involved in this kind of research. Apart from the problems 
of possible non-cooperation already mentioned, there seems to be a more 
serious problem: the possibility of omitting or missing important data.
The data one collects for a particular project are really a matter of 
personal choice in the end, and no amount of sophisticated statistical 
analysis can compensate for one’s original omissions. The choice of data 
is determined partly by the aims of the study, partly by one’s own 
theoretical framework, partly by the findings from other research studies, 
and partly by practical considerations: the instruments available for 
instance,or the time and resources at one’s disposal. Inevitably, however,
* Up till 1970, these Trial Higher School Certificate papers 
were set by the Christian Brothers and were used by 
practically every Catholic Sdhool in the State.
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there is a great deal of personal choice in all this. Inevitably, too, the 
exact direction of a research programme changes slightly, perhaps radically, 
and what is done in the end is never quite what one thought was going to 
be done at the beginning. Some of the changes in direction in this study 
will become obvious in the following pages. The main change was dictated 
by staff opposition to my use of the Organizational Descriptive Climate 
Questionnaire designed by Halpin and Croft (1963) for use in American 
schools. Other changes, however, were dictated by considerations of time 
and available computer facilities. I will take up this point again in my 
concluding chapters.
To put some order into the large amount of data collected, I have 
reproduced a brief data collection set in Table 6.1 which covers the 
whole project. It will be noted that on the three main student 
questionnaires constructed for the study* 12 schools, not nine are 
participating. A copy of all questionnaires and inventories constructed 
for the study are included in the Annexure located at the back of this 
study.
Table 6.1a*
Data Collection Set: Staff
Respondents No. Method Description of Data
Principals 
(6th form 
schools)
9 Interviews
Analysis of school documents 
Staff Inventory 
School Inventory
History of school; 
enrolments, holding power, 
staff qualifications and 
tenure; fees and salaries
Principals 
(4th form 
schools)
18 Questionnaire (April 1970) 4th form school leavers - 
destination
Staff
(9 schools)
223 Staff Climate
Questionnaire (April 1970)
72 items on School 
Organization, (includes 
37 items also on Student 
Questionnaire.)
Staff 114 
(Religious of 
9 schools)
School Goals
Questionnaire (August 1970)
24 items on Ideal Goals
* For the sake of convenience in the typing format, this Data 
Collection Set is divided into two sections: Table 6.1a 
on Staff and Table 6.1b on Students. Table 6.1b is located 
on the next page.
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Table 6.1.b
Data Collection Set : Students.
Respondents No. Method Description of Data
Students 
(12 schools)
772 Goal Questionnaire 
(June, 1970)
24 items on Ideal and Actual 
Goals.
15 items on S.E.S., Parental 
Religion.
10 items on Religious 
Influences.
Students 
(12 schools)
772 School Climate
Questionnaire(June,1970)
53 items on School Climate, 
(includes 37 items common 
to staff as well.)
Students 
(12 schools)
768 Religious Outcomes 
Inventory (July, 1970)
60 items on Theology, 
Religious and Moral Values, 
Religious Practice.
15 items on leisure 
activities.
Students 
(9 schools)
570 Advanced Test N 
(July, 1970)
Intelligence Test s 
A.C.E.R.
Students 
(9 schools)
560 Higher School Certificate 
Results. (January, 1971)
Scaled marks in best five 
subjects.
Students 
(9 schools)
572 Information Sheet 
(April, 1970)
Name, suburb of residence, 
details of primary, 
secondary schooling, and 
plans on leaving school.
Definition of Terms and Preliminary Processing of Data.
In this study, item is used to describe an individual question or 
statement in a questionnaire, scale is used to describe a group or cluster 
of items, linked both by common intellectual content and by empirical 
relationships; variable covers both the previous terms and is used to 
describe all scales and certain key items. Every scale in this study is 
therefore a variable, but not all variables are scales; instead some 
variables are single items v/hich are considered particularly important 
because of their content. Examples of such variables are those on Loyalty 
to the School, Involvement in School Activities, Integration betv/een 
Secular Subjects and Christian Beliefs - all in the School Goals 
Questionnaire. A complete list of the variables used in the study is 
included in Appendix 2.
After their completion by students, the first three questionnaires 
(on goals, school climate and religious outcomes) were coded and responses 
transferred to punch cards by the Data Processing Unit at the Australian 
National University. Except for some cases, which needed special coding,
the student's original response sufficed as a code for the item. For 
example, if the student circled 1, this was transferred to the answer 
column, and on most items on the questionnaires, it was quite clear from 
the context, that 1 meant the most positive response possibles Definitely 
agree, Certainly true, Most important and so on.
Some items however are not amenable to such pre-coding, and in this 
study, the items which needed special codes, following a scrutiny of the 
responses were: father’s occupation, parents’ education, schooling and 
religion, home attitude to school fees, journals taken by the family, 
integration betv/een Christian beliefs and secular subjects, and student 
aspirations for further study. Full details of the codes used for these 
items are included in Appendix 2. All these items, except the last,are 
on the School Goals Questionnaire; the item assessing the students’ 
aspirations is on the Information Sheet. If students failed to respond to 
an item on more than three occasions, the questionnaires were returned to 
the students for completion; this happened in three cases. In other cases, 
where students failed to respond to an item, the neutral response, 3, 
was punched on the students’ cards.
The Advanced Test N,answered by each student,was marked by the 
writer, with directions and marking scheme supplied by the Australian 
Council of Educational Research. Each student's score on this test, as 
well as the scaled mark on the best five subjects in the Higher School 
Certificate were then transferred to punch cards. One other variable was 
added to this card, the student aspirations for higher study.
Each school in the study was given a fictitious name. In the actual 
processing of data, however, code numbers 01 to 09 were used. The list of 
the code numbers and of the fictitious names for each school is recorded 
below in Table 6.2. Beside each school, there is listed the locality and 
type of school. I have occasion to use this system of coding in a later 
chapter. For the greater part of the study, however, the fictitious names 
have been retained, and there is no possible way of identifying the 
schools from their fictitious names.
Code Numbers and Fictitious Names for the Nine Schools in the Study.
Table 6.2
Code No. Name N Locality and Type
01 St. Mary’s 57 Sydney Regional
02 Mitchell Hall 73 Sydney Private
03 Sion Convent 82 Sydney Regional
04 Cavan Park 95 Sydney Private
05 Chisholm High 54 Sydney Regional
06 All Hallows 49 A.C.T. Regional
07 Trinity College 44 A.C.T. Regional
08 St. Margaret’s 35 N.S.W. Regional
09 Campion High 71 N.S.W. Regional
Each school then has a code number 01, 02, ... 09 and each student 
within the school an extra code, so that a student in school 1 is 0101, 
0202, and so on. After the a.dmini strati on of the three questionnaires and 
the A.C.E.R. Advanced Test N, and the transfer of responses to punch cards, 
each student then had four cards recording her responses. The four cards 
are listed below:
Card 1: The School Goals Questionnaire: 75 items.
Card 2: The School Climate Questionnaire: 53 items.
Card 3s The Religious Outcomes Inventory: 75 items.
Card 4s Advanced Test N, Higher School Certificate,
Student Aspirations: 3 items.
After the processing of data, frequency distributions, percentages, means 
and standard deviations were calculated for each item for the total and for 
each school. Each principal was given a copy of the results for her own 
school and for the total.
As already indicated, items on the questionnaires have been reverse 
scored* that is, 1 is the code describing the maximum score, and 5 is the 
code describing the minimum score. On the item: "This school has a high 
academic standing in the local community", for instance, the student who 
gives 1 as the answer, is more favourably disposed towards her school than 
the student who gives 4 or 5 as the answer. Three important exceptions 
have been made in this system of reverse scoring and these are the scores 
for the Advanced Test N, the Higher School Certificate and the number of 
siblings, where this system of coding would not be practical. It is
important to note the different method of scoring, however, because in any 
inter-item or inter-scale correlation matrix involving these variables, the 
signs have to be reversed.
Method of Scale Formation.
At this first stage of the.analysis, selected items on each 
questionnaire are inter-correlated, then clustered together into groups of 
related items to form scales. The purpose of forming groups of items into 
scales is that scales improve the reliability of the result and provide a 
measure of the genotype. The statistical method used for the construction 
of scales is McQuitty's (1964) elementary linkage analysis, checked by 
factor analysis. The criteria for the selection of items to be . 
inter-correlated, end the actual method of linkage analysis are discussed in 
this section, and the whole rationale of linkage analysis is discussed in 
the next section.
At this stage of the analysis, only similar items are 
inter-correlated, where similar means of the same type; ideal goals for 
instance, or student perceptions of the school, or understanding of theology 
or religious and moral values. No attempt is made at Stage I Analysis of 
Data, to inter-correlate different types of items; ideal goals for instance 
with examination achievement, religious values v/ith perceptions of the 
school, or any of the above with socio-economic background. The following 
list records the sets of items which are inter-correlated at the first 
stage of the analysis.
Student Goals Questionnaire 
Student Climate Questionnaire 
Religious Outcomes Inventory
Staff Climate Questionnaire 
Staff Goals Questionnaire
24 Ideal Goals.
53 items: Perceptions of School.
32 items on Religious Understanding.
28 items on Religious Values and Practice 
15 items on Leisure Activities.
72 items on Staff Perceptions of School. 
24 Ideal Goals.
The above list shows that at the first stage of the analysis, there 
are seven separate correlational matrices containing 153 items of data 
obtained from the students and 97 items of data supplied by the staff.
What I propose to do here is to show in reasonable detail how scales are 
formed on one set of items, Student Ideal Goals, and after that,simply to 
record the results of the other analyses. The full statistical details for 
each questionnaire will be included in subsequent chapters, or in 
appendices.
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Correlational Analysis of Student Ideal Goals Items.
The 24 x 24 inter-item correlation matrix was written out in full 
form, and the highest correlation in each column underlined once. The 
actual method of the subsequent linkage analysis is illustrated below in 
Table 6.3 using six items, however, instead of the original 24* The method 
is the same whether there are six items, or 24, or 72 for that matter. 
Linkages betv/een groups of items in the original 24 x 24 cluster will be 
discussed immediately after the explanation of the method.
Table 6.3 contains the correlation matrix of the six items which 
are subsequently called the Social Education scale. The numbers refer to 
the item numbers in the original questionnaire; the content of each item 
is given in abbreviated form beside the matrix. For the sake of 
convenience, the item numbers are recorded after the questionnaire items, 
instead of before them, as is the more usual convention. This change in 
practice facilitates the matching of item numbers outside the frame of the 
correlation matrix, and I have adopted this convention throughout. The 
highest correlation in each column is underlined once; the correlations 
underlined twice have a special feature, which is discussed below.
Table 6.3
Correlation Matrix 1 of Six Items in Social Education Scale.
Items No. j 7 8 9 10 12 19
Aware of pressing social problems 7 - 41 42 41 29 25
Adequate sex instruction 8 41 - 26 37 33 15
Friendly relations with other Churches,
Schools 9 40 26 - 37 29 38
Discussion of controversial topics 10 13 37 37 - 30 25
Counselling help 12 28 33 29 30 - 26
Take part in local civic affairs 19 25 15 38 25 26 -
* Decimal points omitted.
A cursory examination of the above matrix reveals the obvious 
kinship between the items. Only one inter-item correlation, item 8 with 
item 19 is less than 0.25 and the average size of each item in the whole 
matrix is 0.32. Item 7 reciprocates with item 10, that is, the highest 
correlation for item 7 (column 1) is with item 10, (row 4) and the highest 
correlation for item 10 (column 4) is with item 7 (row 1); these are 
called reciprocating correlations and they are marked by a double line. 
Further examination of the matrix reveals the fact that item 7 is the
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dominant item in the matrix, since three (items 8, 9» 10) the possible 
five items have their highest correlations v/ith it* A graphical 
representation of the relationships is given in Figure 6.1 below. In this 
diagram a single arrow signifies that the item has its highest correlation 
v/ith the item at the point of the arrow: item 9 f°r instance v/ith item 7; 
a double arrow signifies reciprocating items, for example item 7 v/ith item 
10. This figure clearly shows that item 7 is the central or dominant item 
in the matrix.
Figure 6.1
Graphical Representation of Matrix X of Social Education Scale.
Item 19
0.38
Item 12 0.33 -V Item 8 0.41
V
Item 9
0.40
Item 7 <r 0.43 Item 10
The second matrix reproduced in Table 6.4 below is constructed
from Table 6.3, by combining the columns which contain the reciprocating
correlations, and finding an average correlation. Item 8 for instance has
correlations of 0.41 and 0.37 v/ith items 7 and 10 respectively, so has a
correlation of 0.41 + 0»37* that is 0.39 v/ith the composite item 7/10. As
2
before the highest correlation in each column is underlined, and 
reciprocating variables underlined twice in Table 6.4 .
Table 6.4
•x-Correlation Matrix 2 of Social Education Scale.
Item No. 7/10 8 9 12 19
Social problems/controversial topics 7/10 - 39 38 30 25
Adequate sex instruction 8 39 - 26 33 15
Friendly relations with other Churches,
schools 9 38 26 - 29 3£
Counselling help 12 30 33 29 - 26
Take part in local civic affairs 19 25 15 26 —
* Decimal points omitted.
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At this second matrix reproduced in Table 6.4 above, there are two sets of 
reciprocating items, item 8 joins the composite item 'J/'W) and iters9 and 19 
form a cluster. This matrix is condensed as before and the third and 
fourth matrices formed and presented below in Tables6.5 and 6.6 without 
further comment. As before /the highest correlations in each column are 
underlined once, and reciprocating variables are underlined twice. For 
convenience the complete set of item numbers in each cluster is retained 
only in the vertical listing at the left hand side of the matrix frame.
Table 6.5
*Correlation Matrix 3 of Social Education Scale.
Table 6.6
•H-Correlation Matrix 4 of Social Education Scale.
... r... ; "r • • • • 9..
7/8/ 10/12 -
M
9/19 JO -
* Decimal points omitted.
After the third iteration recorded in Table 6.6 above, all six items in the 
matrix have joined the one cluster and since the final correlation in 
Matrix 4 , is 0.30, it is a reasonably coherent cluster, 0.25 being selected 
arbitrarily in this studyyas the minimum acceptable correlation.
The method just illustrated,of combining the columns of reciprocating 
variables is used in analysing the whole 24 x 24 matrix. It would be too 
tedious to show all the steps in the reduction of such a large matrix, but 
it may be of interest now to show the form of the complete correlaoj 
matrix at the fifth and final analysis. The matrix in Table 6.7 below 
shows the relationships between all the clusters, including the Social 
Education cluster, which has already been examined in detail. As before,
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an abbreviated form of the items is included at the side; for convenience 
the full list of items numbers ia included only in the vertical listing.
A graphical representation of the scales from Table 6.7 is included in 
Figure 6.2. on p. 152.
Table 6.7 .*Correlation Matrix 5 of 24 x 24 Inter-Item Correlation Matrix on 
Student Ideal Goals Items.
Scales 2 3.. 5... 6... 7... 23.. 1 ..
Personal Reverence 2 - 21 18 16 16 14 04
Initiative Freedom 3
13
21 - 19 a 22 12 11
Religious Education 
items . 5 ,,.14 .18,20,24
18 19 - 20 18 14 03
Liberal Education 
items
6,15,16
1 7,21,22
16 2J> 20 - 22 11 05
Social Education 
items
- .7,8,9 
10,12,19
16 22 18 22 - 11 05
Individual Success 23
25
14 19 14 19 19 - 10
Examination Achievement 1
4
04 11 03 05 05 10 -
Decimal points omitted.
The decision to halt the analysis after this matrix is made on 
statistical and logical grounds. Once the tv/o items 3/13 are joined to the 
cluster of items: 6, 1 5, 16, 1 7, 21, 22, no other item or cluster of items 
has a correlation of 0.25 or more. Actually theanalysis could have stopped 
before the fifth matrix, and seven scales retained instead of six, but 
logically,the goals of initiative and greater freedom for senior pupils 
seem appropriately linked v/ith the classical idea of liberal education, and 
this cluster does meet the statistical criterion of having a correlation of 
at least 0.2 5.
On the School Goals Questionnaire then, there are finally six 
scales, one of eight items called Liberal Education, one of six items 
called Social Education, one of five items called Religious Education, two 
of tv/o items and finally one scale of one item. The scales are actually 
scored by adding the mean for each it an in the cluster. In the Social 
Education scale ,for instance,there are six items, and the means for the 
total sample in items 7, 8, 9, 10, 12, 19 are 1.87, 2.25, 2.0 7, 2.00, 1*99, 
2.98 respectively, so the total score for the total sample (N=560) is 13.16.
These results are discussed in Chapter 7* The practice of calling a cluster 
of two items, let alone a single item, by the name scale is unusual, but 
used in this study merely for convenience. Strictly speaking, one should 
probably speak of three scales and three indexes, but as two of the latter, 
(the indexes of Individual Success and Personal Reverence) have not been 
used extensively in the study, it is simpler and clearer to refer to all the 
clusters of items as scales.
It may be of some interest to show the similarity of results 
obtained by the use of McQuitty linkage analysis and factor analysis. As 
already indicated, any scales formed by McQuitty linkage analysis have 
been checked by factor analysis, the results of which are included in the 
appropriate chapters. But as.McQuitty (1956) himself points out, the two 
methods yield similar results, at least under certain conditions. I make 
the point now, and give the following illustration, because in a subsequent 
chapter, I use factor analysis,rather than linkage analysis, to examine 
the relationships betv/een variables within individual schools. The reason 
for this is that there was no computer programme available for McQuitty 
hierarchical linkage analysis, and the task of condensing nine separate 
50.x 50 correlation matrices by hand is too time consuming, when a 
comparable result is easily obtainable. The special question of the 
relationship betv/een factors,or more precisely in terms of Model I, the 
relationship between adjacent variables on tv/o factors, is discussed in 
Appendix 5«
In Table 6.8 below are printed the factor loadings for the 24 
ideal goal items on the Student School Goals Questionnaire obtained after 
a factor analysis with rotation using the varimax criterion. At the head 
of each column are written the scale headings given to the corresponding 
clusters of items on the McQuitty linkage analysis; for convenience, 
items on the same scale are placed near together. For the most part, 
only factor loadings greater than 0.40 have been retained; the exceptions 
made are for the doubtful item 1 9, which loads on three factors, and 
item 3 which loads on two factors.
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Table 6.8
*Varimax Rotated Factor Matrix for 24 Items on Student Ideal Goals.
Item No Liberal Religious Social Examination Individual Personal 
Education Education Education Achievement Success Reverence 
Factor Factor Factor Factor Factor Factor
3 40
6 62
13 42
15 54
16 65
17 57
21 60
22 64
5 -56
14 -63
18 -72
20 -72
24 -65
7 -70
8 -73
9 -52
10 -66
12 -47
19 38 -39 -32
1
4
23
25
2
•75
•73
63
74
-70
* Decimal points omitted.
This factor matrix reveals a remarkable similarity to the scales 
formed by McQuitty linkage analysis, in Table 6.7 above. There are two 
doubtful items, namely items 3 and 1 9; item 3 loads on both the first and 
the sixth factor, but has a factor loading of at least 0.40 on the first 
factor, the Liberal Education scale. Item 19 does not load significantly 
on any factor, but is split between three factors. An examination of the 
hierarchical linkage analysis graph for this 24 x 24 matrix, included below 
in Figure 6.2, reveals the fact that items 3 and 19 are also doubtful items 
in the McQuitty scaling procedure. Item 3 joins the main cluster,Liberal 
Education,only at the fifth matrix, and even then it is joined to another 
item (13); item 19 joins the Social Education cluster at the fourth matrix, 
and then it too is joined to another item (9)» With the exception then of 
item 19, one can say that the results obtained from the two sorts of 
analysis are very similar.
^Diagram Sca-le foVma-tion |ron Student JdeeJ (3 oaJs ^CStiooniWe .• G f u i l t u  L i n k a g e  r^ialjSlS
Ach|gyi»»nfr Ugmy Iter»»
The titles given to the various scales here, and elsewhere, are 
selected after an examination of the substantive content of the items, with 
special attention to the key item or items in the scale. Thus,,in the scale 
already examined at some length, the key item is the goal; to make 
students aware of pressing social problems like poverty and drug addiction, 
and it is strongly linked with the goal: to provide opportunities for the 
discussion of controversial topics like sex, politics or religion. Both of 
these items stress the social goal of the school, the goal of preparing the 
student to take her place in society. As other items are added to the 
cluster: adequate sex instruction, then counselling help, then the 
establishment of friendly relations with other churches and schools,and 
participation in local affairs, it is clear enough that these items link 
together in a coherent logical pattern.
Similarly the scale, Liberal Education, is named from the 
substantive content of the items and in particular,from the key items.
Goals such as giving students experience in the major areas of human 
knowledge: arts, humanities and sciences, providing the opportunity for 
creative work, and developing habits of independent and critical thought 
are traditionally associated with the classic ideal of liberal education.
And when other items are added to the cluster: encouraging a love of 
literature, music and art, cultivating a love of learning for its own sake, 
one is justified in calling this cluster of items Liberal Education, simply 
from the common tradition in Western education.
Finally the third main scale on ideal goals: Religious Education 
takes its title from the content of items: integrating Christian Doctrine 
with secular subjects, providing opportunities for participation in the 
liturgy, creating an atmosphere of Christian community. Again the items in 
this scale form a coherent logical pattern. One other scale has been 
retained, and this is a two-item scale on the school's function concerning 
the public examinations: to prepare students for tertiary study and to 
prepare students to pass the Higher School Certificate as well as possible. 
It is called Examination Achievement because its two items refer 
specifically to this. Despite its scarcity of items, it has been retained, 
partly because it is the most important goal in the opinion of the students, 
partly because the examination system is seen by the writer as one of the 
powerful constraints on the school, and partly because selection for 
tertiary education is now such an obvious function for the sixth-form 
school. An examination of Figure 6.2 also reveals the fact that the two 
items reciprocate at the first matrix, (with an inter-ritem correlation of
0.48^ whereas the goal Individual Success has items which reciprocate only
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at the third matrix and then the inter-item correlations are quite low, 0.1 9«
Rationale of Linkage Analysis.
It could be argued that linkage analysis of the type just described 
is an arbitrary procedure. Like any other form of cluster analysis, it 
could be arbitrary if the items being correlated were arbitrarily chosen; 
there could,for instance,be a high correlation betv/een the export of apples 
and the growth in the number of divorces in a particular year. The items 
chosen for inter-correlation in this study, however, are of the same kind, 
so the charge of arbitrariness is unfounded. Furthermore »the criterion 
for the formation of a cluster is the size of the observed correlations, 
and these are obviously not matters of prior judgment.
An arbitrary procedure v/ould be contrary to the whole purpose of 
this study. It is the students' world that is o£ central interest, the 
pattern of student ideals, perceptions, values and activities,that is 
important. As it happens?the pattern of goals and of perceptions of the 
school are remarkably alike for the students and adults in the study, as 
evidenced by the comparison of scales from items common to the two groups 
shown in Chapters 7 and 8. Even if the pattern of goals and perceptions of 
students had not been similar to that of the adults, the students’ and not 
the staff goals would have been selected.
The basic data of linkage or cluster analyses are correlation 
coefficients. Correlation coefficients measure the degree of association 
between the particular scores for individuals on one item and particular 
scores on another, when both sets of scores are expressed in the same 
standard units. The only claim, that is being made at this point, is that 
two relatively highly correlated items are in some sense akin, in some 
sense associated. How this kinship or association came about cannot be 
inferred from measures of statistical association.
Two items A and B on a questionnaire may be inter-correlated for 
any number of reasons. A might directly cause B or vice versa, or A might 
generate a chain of events, that lead to B or vice versa. The known 
correlation betv/een education and occupation is probably an example of the 
latter. Alternatively, A and B may have no direct influence on each other, 
but both may be influenced by some third factor. Thus,one might explain 
the correlation by assuming that the cultural environment of.the respondents 
disposes them to answer the two items in a consistent manner, even though
A. and B are never brought into apposition. Again» A may be a component of
B, or A and B may contain common components. Making students aware of 
pressing social problems and providing opportunities to discuss
controversial topics might very v/ell contain common components for 
sixth-form students, perhaps the common component of social preparation or 
the putting on of the adult role. And finally A may be related to B in any 
number of subtle combinations of the above.
One must agree*therefore?that the correlation coefficient is 
ambiguous and that on its own is never sufficient to explain the precise 
nature of the association betv/een tv/o items. Despite its ambiguity and its 
limitations in explaining causes, however, the correlation coefficient is a 
useful device to express the fact of an association or kinship. In this 
study,I am concerned with the general cultural climate of the students’ 
world, and interested therefore in the groups of items, which link naturally 
in their minds. I am not concerned, at least in this section, with 
explaining either how these linkages come about, or the precise degree of 
relationship, provided of course it satisfies the statistical criterion 
set. What I want to discern then at Stage I analysis of the data are the 
kinship groupings, the sets of items that evoke responses that tend to link 
together in the way that the items on the Social Education scale tended to 
link together in the students' minds.
It is obvious enough that,given the response of a particular student 
to a particular item, one can know little about the meaning of the.response. 
Even if the responses of many students to the same item are given, one can 
still do little to disentangle individual meanings, except to say on item 
A: 80 scored 1, 100 scored 2, 150 scored 3 and so on. Hov/ever, with an 
increase in the number of items under scrutiny, the situation changes 
because from the way that the responses to many items cohere, one can say 
something about the prevailing structure of the determinants. The more 
items there are the more reliable the dimension being measured.
The discovery of statistical linkages betv/een items for a society 
or sub-society indicates something about the prevailing culture and the 
patterns of thought and behaviour which characterize that culture. Chein 
(1963) has put the position well, pointing out the self sustaining power of 
linkages and their integral part in the cultural environment.
Moreover, once such linkages come about, they tend to become self 
sustaining, regardless of how they may have originated, for they 
constitute part of the objective basis of the experience of the 
participants of the culture. In a sense, these linkages are as 
much an aspect of the geography of the behavioural environments 
of individuals as the streets, alleyways, and bridges are part 
of the physical environments. They offer convenient channels of 
association and thought and thereby help the individual to 
interpret and evaluate the things he experiences (Chein, 19^ 3» P*90)«
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These linkages need not be consciously articulated or put into 
words; for the students they are part of the "hidden curriculum" so much 
discussed in contemporary education. They are implicit in the course of 
conversations one overhears, in the things that people take for granted as 
they draw inferences, in the expectations that the individual has of the 
group as a whole or of- his friends, and in the pattern of events that 
evoke the same response and so on. Chein*s discussion of the "behavioural 
environment* to my mind is very persuasive and it does seem a helpful way 
of analysing data for use in schools. The assumption behind this section 
of the study is that the Catholic school sixth-former is part of a 
reasonably coherent sub-group, coherent enough,anyway,to allow this sort 
of cluster analysis to have meaning.
The method of linkage analysis used by Chein (1963) was Tryon’s 
cluster analysis (1955) and in many ways^this is similar to McQuitty*s 
various methods of cluster analysis. Chein has some serious objections to 
factor analysis and gives a whole appendix (Appendix F) in his study 
defending his use of cluster analysis in place of the more traditional 
methods of factor analysis. In this study^however,1 have also used factor 
analysis and principal components analysis very extensively. As Oppenheim 
(1967) points out, factor analysis is a statistical technique based on 
inter-correlating all the items with one another, which enables us to 
abstract one or more "factors", that the items, or some of them, have in 
common. The procedure is widely used in the field of mental • *
and attitude tests. Oppenheim sums up the position well.
In the case of a set of attitude items or statements, when 
we are looking for a single score to express an individual’s 
position on an attitude continuum, we will want to use 
factor analysis in order to eliminate items that do not 
belong and to keep items that have high "loadings" on the 
factor (attitude) that we want to measure. Sometimes, 
however, we can use factor-analysis to show how a seemingly 
unified attitude in fact breaks up into several independent 
factors. (Oppenheim, 1967» p.142.)
Later in this study, particularly in the chapter in Appendix 5» W  
dependence on factor analysis will be very obvious.
Second Processing of Data.
After the formation,of the scales on the Ideal Goals from the 
Student Goals Questionnaire, each student was assigned a score on each of 
the six scales on Ideal Goals and a scale on the corresponding six scales 
on Actual Goals. All other questionnaires were analysed by the same method, 
the Student Climate questionnaire yielding eight scales and the Religious 
Outcomes Inventory ten scales. As before, each student v/as assigned a
score on each scale and these scores were then transferred to punch cards, 
so that each student then had six cards recording her responses and these 
cards are listed below:
Card 1 : School Goals Questionnaire.
Card 2 : School Climate Questionnaire.
Card 3 ; Religious Outcomes Inventory.
Card 4 t Advanced Test N, Higher School Certificate,
Student Aspirations.
Card 5 : 12 Scales from Goals Questionnaire and 8 scales 
from Student Climate.
Card 6 : 10 Scales on Religious Outcomes Inventory.
Scales on staff data were formed in the way already described for 
student data. After the formation of scales, each staff member was then 
assigned a score on each scale, nine scales on Staff Climate, and six 
scales on Ideal Goals. Further details on the staff scales are presented 
in a subsequent chapter.
The problem then facing the writer was to relate the measures of 
staff and student variables. There were 223 staff members in the nine 
schools, and % 0  students, and obviously the staff’s perceptions of the . 
school in some way impinge on the sixth-form students, and obviously too, 
the school has its impact through the interaction of students with 
individual teachers. In attempting to relate or mediate the staff climate 
to the students, I had the staff mean scores for each scale on Staff 
Climate punched on to the students’ cards. Thus all the students in 
St. Mary’s have the scale scores for the staff in St. Mary’s punched on 
their cards, and so on.
. There may be weaknesses in this procedure, but since I know of no 
better, I employed it. The apparent number of observations now changes from 
223 to 5^0 and the means change slightly, and the standard deviations change 
since.the data is now associated v/ith only nine schools. More seriously 
still, the inter-scale correlation matrix changes, yielding a slightly 
different internal pattern for staff interaction. However,in both cases, 
whether for the 223 staff or for the 56O students in nine schools, the nine 
scales generate a fairly consistent measure; if all nine scales are taken 
as scales forming a major scale, the reliability coefficient: Cronbach alpha 
is greater than 0.85 in both cases. Appendix 4 gives full details of the 
nine scales, the inter-scale correlation matrix and principal component 
factor loadings for both staff and student analyses.
Finally the scale scores on the six Ideal Goals scales for 
Religious staff have been punched on to the students’ cards on the same 
principle as before. This is a dubious procedure and at the Stage II 
analysis is almost useless. The only staff.to answer the goals 
questionnaire are the 114 religious Sisters, so the amount of variance on 
a scale within each school is inevitably small »and given the small numbers 
to begin with; 8 i# one school, and never more than 27 in any, the 
relationships are highly questionable, and are treated with great caution.
This'then.is a general account of the sampling procedures, the 
processing of data and the general strategy of scale formation used 
throughout the study. In the four chapters immediately following, I 
intend to take each of the main questionnaires in turn, to give a brief 
description of the actual scales formed and the results on the main scales 
for the total, for each school and for groups of schools.
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STAFF AND STUDENT PERCEPTIONS OF SCHOOL GOALS
In the Introduction I suggested that there were four questions to be 
answered concerning the goals of Catholic schools:
1. What are the student's goals for the Catholic school?
2. How do student goals compare with those of the official church 
and of the staff?
3. How integral are religious education goals to the student goal 
system generally?
4. How do the student's ideal goals compare with what she perceives 
are the school's actual goals?
In this chapter I propose to answer these questions and also to answer the 
other questions suggested in the discussion of the Structural Aspect of the 
School Environment: What differences do Parental S.E.S., School S.E.S.,
School Organization and Parental Religiosity make to the students' 
perceptions of the goals of the Catholic school?
The chapter is divided into four main sections: (1) the similarity 
and reliability of the student and staff Ideal Goal scales; (2) the adult 
scores on the Ideal Goal scales; (3) comparisons between staff and student 
Goal Scales in the nine schools of the study; (4) the effect of Parental
S.E.S. School Organization, School S.E.S. and Parental Religiosity on 
student goals•
The Similarity and Reliability of the Student and Staff Ideal Goal Scales
The 24 items on the School Goals Questionnaire were given originally 
to 772 sixth-form pupils in 12 schools, to 535 Religious Sisters and to 30 
Directors and Inspectors of Catholic Education.* The correlational analyses 
of the 24 ideal goal items described in Chapter 5 revealed four dimensions, 
that define what staff and students understand schooling to be about. For 
the reasons given in Chapter 6, I have called these dimensions: Liberal 
Education, Social Education, Religious Education and Examination Achievement.
The remarkable and unexpected thing about the correlation analyses was 
the large measure of agreement between staff and students, as to what constit­
utes each scale. On all but one item in each scale, there was considerable 
agreement, as will be obvious from comparisons of the first principal component 
weights of staff and students, printed below in Tables 7.1 - 7.4. Inevitably,
Chapter 7
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The group of 565 Directors, Inspectors and teaching Sisters is called 
'staff' in Tables 7.1 - 4 below.
of coursG, a few items were interpreted differently, and in an attempt to 
understand these different interDretations I discussed the meaning of items 
with groups of staff and students. j?or students, the goal ‘’creating friendly 
relations with other schools and church groups'* has social connotations, and 
at least for some, it is seen as facilitating provision of dance partners for 
the school formal. por the staff, on the other hand, this is a religious 
item, possibly associated with the growth of Ecumenism, obvious since Vatican 
Council II. Similarly the goal ’’taking part in local civic affairs** is 
interpreted differently by the two groups. i?or the staff, it is part of 
Religious Education; for the students, less familiar with Incarnational Theo­
logy? it means button days, Austcare, the Anzac Larch and Youth Sneaks compet­
itions, and hence is part of Social Education. However the differences are 
only differences of emphasis for the two groups, and the general coherence of 
the scales will be obvious from the first principal component weights on each 
item in the four scales printed below in Tables 7.1 - 7.4.
Table 7.1
Results of Principal Component Analyses of Student and 
Staff Ideal Goals : Liberal Education
Liberal Education students jtaff
:,=772 11=565
Items from Ideal '"oals Questionnaire ’^irst Principal
Component /eights
Catholic schools ought to :
encourage initiative and independence... .55 .54
encourage love of literature... .55 .70
allow freedom from external rules ... .55 .53
make students aware of other great reli^ions... .65 .53
encourage a love of learning ... .66 .72
develop critical thought ... .69 .77
provide opportunities for creative work .58 .79
give students some experience in main areas of knowledge .70 .72
ITumber of Items 8 8
jirst Latent Root 3.29 3.24
Reliability Coefficient * . 80 .79
Amount of Variance accounted for 41.2% 40.5/;
* The reliability coefficient used here and elsewhere is the Cronbach alpha.
(Cf. Kaiser and Caffrev, 1966.)
Table 7.2
Results of Principal Component Analyses of Student and Staff 
Ideal loals : Social Education
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Social Education Students
N-772
Staff
N=565
Items from Ideal "oals Questionnaire First Principal 
Component ..eights
Catholic schools ought to:
make students aware of current social problems... .73 
give adequate sex instruction ... .64 
create friendly relations with other churches, schools ... .69 
encourage discussion of controversial topics ... .71 
provide counselling help for students ... .62 
take part in local civic affairs ... .55
.71
.75
.75
.74
.57
.63
dumber of Items 6 6
First Latent Root 
Reliability Coefficient 
Amount of Variance accounted
2.60
.74
for 43.4%
2.85
.78
47.5%
Table 7.3
Results of Principal Components Analyses of Student and j>taff
Ideal Goals : Religious Education
Religious Education Students
N*=772
Staff
N=565
Items from Ideal Goals Questionnaire First Principal 
Component Heights
Catholic schools ought to:
provide Christian community where people are concerned for
one another. .72 
teach C.D.* at a level equal to that in secular subjects... .66 
provide opportunities for student to take an active part
in the Liturgy. .79 
integrate C.D. with secular subjects where possible. ‘.75 
give an example of dedicated Christian life through its
Religious. .68
.53
.60
.70
.66
.66
Humber of Items 5 5
First Latent ?loot 
Reliability Coefficient 
Amount of Variance accounted
2.58
.77
for 51.7%
2.01
.63
40.2/.
* C.D. here and elsewhere is an abbreviation for Christian Doctrine,
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Details of Staff-Studont Ideal Goal Scales: Examination Achievement
Tablo 7 .4
Examination Achievement Students Staff 
M=772 N=565
Items from Ideal Goals Questionnaire Correlation with the 
Total
Catholic schools ought to:
oreparc
prepare
students for tertiary study ... 
students to pass the K.S.C. as well as
.77 .36 
possible..GO .86
Tables 7.1 - 7*4 indicate that the scales on the Ideal Goals are 
remarkably similar end reasonably coherent for both staff and students. The 
items that constitute each scale provide us with an ostonsive defnition of what 
each dimension of education means for each group in this sample; comparisons 
can thus bo made between the two groups on each of the scales.
?or the students, there is a second set of goals, the actual goals, 
that they perceivo in the school; the concept of actual goals has been 
discussed already in Chapter 5. Correlation analyses of these actual goals 
revealed that the students were usinr; the same dimensions as in reporting thoir 
ideal goals. Direct comparison could therefore be made between their ideal 
and actual goals, to sec what degree of satisfaction the students experienced 
within their school situations. Goal Satisfaction is defined in this study, as 
the difference between the student®s ideal and actual goal. This is an 
important concept, to which I will return later in the chapter; for the present^  
it is sufficient to indicate, that the Actual Goal scales for students are also 
reasonably coherent and reliable. The statistical details arc included in 
Table 7.5 without further corment.
Table 7.5
Results of factor Analysis in Construction of Scales from Student 
Actual Goals Questionnaire
Actual Goal Scales No. of first Latent Amount of Reliability
Items Root Variance Coefficient
Accounted for
Liberal Education 8 3.19 41% .<30
Social Education 3 2.54 43% .74
Religious Education 5 2.42 40% .58
Examination Achievement 2
Adult Scores on the Ideal Goals Scales 
As I have already Indicated, the Ideal Goal scales were formed from a 
total adult sample of 565. The Directors and Inspectors of Catholic Education 
are included because I intend to compare their goals with those of the adults 
generally, and with the 114 Sisters in the nine schools of the study. The 
Directors and Inspectors are seen as presenting the views of the offiQial 
Church in Australia; the Sisters of the nine schools are seen as presenting 
the views of a group which has come into close contact with the recent changes 
in the Catholic school already discussed: the growing professionalisation of 
the teacher's role, the need for broadening of the concept of religious 
education and the examination orientations of sixth-form students.
In Table 7o6 below are recorded the results on each of the four scales 
for the Directors, the Sisters in the nine schools of this study and the total 
adult sample. The total adult sample is included because I think it gives 
a good indication of what Directors and Sisters generally think are the Ideal 
Goals of Catholic secondary schools. As will be obvious from the discussion 
below, both Directors and the Sisters in the nine sixth-form schools deviate 
sharply from the view of the total adult sample, in three out of four scales. 
It should be remembered that 1 is the maximum score on each item in the 
questionnaire and 5 the minimum score; this means that the smaller the score, 
the more importance assigned to the particular goal. A score of 14.88 in 
Liberal Education by the Sisters in the nine schools of the study indicates 
that they consider Liberal Education of more importance than do the Directors, 
who score 16.60 on the eight-item scale*
Table 7.6
Adult Scores on Ideal Goal Scales s Means
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Directors
N-30
Total Adult 
Sample 
N-565
Sisters in 
Nine School! 
N-114
Ideal Goals No. of 
Items
Mean Mean Mean
Liberal Education 8 16.60 15.81 14.88
Social Education 6 13.97 13.14 12.23
Religious Education 5 6.83 6.83 6.75
Examination Achievement 2 5.10 4.86 4.52
While Table 7.6 above reveals the obvious differences between the three 
adult groups on all scales, except Religious Education, a better idea of the 
differences in emphasis on ideal goals among the groups is shown in the 
following table, Table 7.7, where the average per item in the scale is given.
This average per iter is calculated by dividing the mean by the number of iter.:s; 
its meaning derives from the five point scoring system employed in the study:
1, Most Import•?.nt) up to 5, IVo Importance.
Table 7.7
Average per Item for Directors, Sisters in Nine 
Schools and Total Adult Sample on Ideal 'oal Scales
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Directors Total Adult Sisters in I'ine
Ideal Goals 11=30 Samolo M=535 Schools tf=116
Average per Itom Average per Itom Average per Item
Liberal Education 2.08 1.97 1.86
Social Education 2.35 2.19 2.06
Re 1 i g i ous Ed uc. a t i on 1.33 1.36 1.35
Examination /chievement 2.55 2.63 2.26
On the Religious Education scale, there is almost complete agreement
between the three groups; the average per item (1.36, 1.36, 1.35) is between
1: i'ost Important and 2: Very Important, and nearer to the higher score. It 
is interesting to note, however, the differences in nerccption on the other 
three scales; there is a progressive increase in importance assigned to all 
three goals, as one moves from the Directors or ’Managers’, to the adults 
generally, and to the teachers in the sixth-form schools of the study. This 
can be seen by examining each of the columns in turn, and noting that as one 
moves from the left (the Directors) column to the extreme right column (the 
Sisters in the nine schools), there is a progressively lower score: 2.08, 1.97, 
1.86 in the Liberal Education for example; 2.55, 2.A3, 2.26 in Examination 
Achievement. This lower score indicates that more importance is assigned to 
the goal. If those were simple random samples, the differences between the 
perceptions of the Sisters in the nine sixth-form schools and the total sample 
on the three scales would be significant at the I/o level; the differences 
between the Sisters in the nine schools and the Directors would be significant 
at least at the 5% level.
Sisters in sixth-form schools are more likely to be graduates than 
Sisters in the sample as a whole, and cannot have escaped the increasing 
specialization and professionalization of the teacher's role in the last 10 
years, which has already been discussed in Chapter 2. Those Sisters also are 
more likely to understand the pressures of the matriculation examination 
system, and the need to safeguard certain educational values in spite of it.
At the same time, they are more sympathetic to the significance of the 
Examination (.chievement goal for their sixth-form students than are the
Directors or the adult group generally. Their score is 2.26, near to Very
J,
Important, while the Directors' score of 2.55 is nearer to the neutral response.
The significance of these findings for my purposes, is that they 
indicate the lack of consensus about the goals of Catholic schools, even among 
those off ic ially concerned with them. The Directors and Inspectors are the 
ones responsible for maintaining the schools, and they have quite different 
views on the ideal goals of the Catholic secondary school from the Sisters who 
actually teach in them - except on the importance of Religious Education. 
Undoubtedly, had I been able to ^et some idea of ideal goals of lay staff, the 
picture may have been very different - especially with regard to the importance 
of Religious Education. If there is lack of consensus among the adults, who 
maintain and teach in the Catholic schools, there is at least a case for more 
consultation and discussion between the groups; it is at least possible as 
Gross (1955) points out that lack of goal consensus militates against the 
efficiency of the school.
Comparisons between Staff and student Goals
expectedly enough, the rank order of importance given the four Ideal 
Goals, recorded in Table 7.7 above, is the same for the three adult groups: 
first Religious Education, then Liberal Education, then Social Education and 
finally Examination Achievement. /hen students’ perceptions of Ideal ^oals are 
introduced however, there is a dramatic reversal of order; Examination 
/.chievement occupying the first place and Religious Education the last place 
and the other two goals in between, in the same order as for the adults. 
Ironically, the students think that in actual practice the teachers stress 
Examination /chievement more than any other goal.
This section on the conoarisons between staff and student goals is 
divided into four main parts; there are comparisons: (1) between staff and 
students’ perceptions of Ideal ~oals, (2) between students* perceptions of 
Ideal and j.ctual goals, (3) between staff Ideal Goals and students' perceptions 
of Actual "oals, and (4) between the inter-scale correlation matrices of staff 
and students. It should be remembered that the students’ perceptions of actual 
goals, include^ perceptions of the behaviour of lay teachers as well as of 
religious Sisters. Sor the reasons already given in Chapter 5, it was not 
possible in this study to get the lay staff's perceptions of Ideal -oals, or to 
get any staff (lay or religious) perceptions of Actual loals. As already 
explained, scales are rcvnrse scored, so the smaller the mean, the more 
importance assigned the goal.
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* It is interesting to note, but not relevant to my purpose here, that the 
Directors' score on Liberal Education is the same as that of the sixth- 
forms in the sample (16.60). ^oth Directors and students assign 
considerably less importance to Liberal Education than do the listers in 
the nine schools. (14.88)
itaff and studont Ideal Goals
In Tablc 7.8 below are recorded the means and standard deviations on 
the four Ideal "oal scales for the religious staff and sixth-form students. 
In this case, only the results of the 114 Sisters and the 560 sixth-form 
students in the nine schools of the study have been included.
Table 7.8
Comparison between the Scores of Religious Staff and Students 
in Mine Schools : Means and Standard Deviations
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Ideal Goals Humber
of
Items
Religious in 9 
Schools (N-114)
Students
Schools
in 9 
(l:*=550)
Moan S.D. Mean S.D.
Liberal Education 8 14.88 3.4 16.55 4.5
Social Education 6 12.29 2.9 13.16 3.5
Religious Education 5 6.75 1.6 13.15 3.9
Examination Achievement 2 4.53 1.2 3.86 1.2
Table 7.8 above illustrates the wide differences in the nine schools
between religious staff and students in their perceptions of Ideal Goals. If 
these were simple random samples,the difference between the two groups on each 
of the four scales would be significant at the 1% level. In the case of the 
first three scales, Liberal Education, Social Education and Religious Education 
the staff thinks tho goal more important than do the students; in the case of 
Examination Achievement the reverse is true, and the students think the goal of 
more importance than does the staff. An examination of Table 7.8 shows that 
the most dramatic difference in ideals is in Religious Education, where 
Religious staff think the goal almost twice the importance assigned to it by 
students. (6.75 in comparison with 13.15).
Table 7.8 expressed in means and standard deviations for each group 
makes comparison difficult, however, so in Table 7.9 below, there is included 
a comparison of the average score assigned to each item by each group; an 
extra column has been added showing the difference between tho groups. As 
before^the average per item is found by dividing the mean by the number of 
items in the scale, and the average per item has meaning only in the context 
of the scoring scheme of the study, 1 : Most Important, 3 : Of Some Importance, 
5 : Of Mo Importance.
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Average per Item for Staff and Students of Nino Schools on
Ideal Goals Scales : heans
Tablo 7.9
Ideal joals Reli gious Staff 
N-114
Students
iT«=560 Difference per item
Average per Item Average per Item *
Liberal Education 1.85 2.07 +0.21
Social Education 2.04 2.19 +0.15
Religious Education 1.35 2.63 +1.27
Examination Achievement 2.27 1.93 -0.34
* These scales are reverse scored, hence 1.8& is greater in this context than 
2.07. A plus sign indicates that staff thinks tho goal irore important than 
do the students: a minus sign indicates that staff thinks the goal less 
important than do the students.
As Table 7.9 indicates quite clearly, in the first three scales, the 
staff thinks the goal more important than do the students. But even within 
these three scales, there are interesting differences. The margin between the 
staff and student ideals in Liberal Education and Social Education is quite 
small, 0.21 and 0.15 per item; the margin of 1.27 per item, between staff and 
student ideals in Religious Educat ion„however is very large, at least in 
comparison with the other two scales. In the final scale, Examination 
Achievement, the students think the goal of more importance than does the 
staff, and again the margin between the two (-0.34) is quite large, in 
comparison with that in Liberal and Social Education.
These results are expectable enough. Tho staff answering the goals 
questionnaire are Religious Sisters, whose life orientation makes them 
inevitably put a premium on religious values. Their high ranking of the 
Religious Education scale, (average 1.35 per item) contrasts sharply with tho 
ideals of their sixth-form students. For these latter, Examination Achievement 
(1.93 per item) is the most important <>oal and the Religious Education goal the 
least important, (2.63 per item). Jith only four months remaining till their 
final examinations, the students are inevitably oriented towards examination 
success. I often had the impression in talking to individuals and groups of 
sixth-formers, that the school’s main function, in their view, was to procure 
their examination success, and that Religious Education goals were for them a 
distraction from this more important business. However these impressions have 
to be modified by the very frequent complaints and comments of students on the 
School Goals Questionnaire, to the effect that the public examinations "'counted 
far too much in the community” , that their education generally "suffered from 
the examination grind" and that they would like more time to explore "subjects
that interest*' not just those ’’calculated to gain marks". These comments are 
on the section; "Things appreciated about the school’* "Things not liked about 
the school'5.
In the seven month period between the pilot stiidy with these students, 
(December 1969) and the final study (Juno 1970), there were subtle changes of 
emphasis on goals.* vJhcn the students first answered the School ^oals 
Questionnaire, they wore still in fifth-form, and even then, Examination 
Achievement was tho most important goal. By mid 1970, this was the only goal 
to have increased in importance; all other goals decreased in importance, and 
in some schools the decrease in the importance of tho Religious Education goal 
is very marked indeed* Yet the principals and staff members with whom I 
discussed school goals, seemed unaware of tho changes in student goals of the 
kind just mentioned. Actually the principals and staff generally seem to 
spend very little time or effort discussing school goals even with each other, 
much loss with tho students.
Comparison between student Ideal and Ac.tual Goals
In Table 7.10 below there is a comparison of the average per item on 
each of the students’ Ideal and Actual Goal Scales. A third column has been 
added to show the difference per item between the two sets of goals. This 
difference, which has been called Goal Satisfaction, may reflect a sense of 
deprivation or of aspiration. On the one hand, students may feel that the 
school is not functioning well and not meeting their own needs, and therefore 
they feel deprived in somo way, and dissatisfied with the school goals. On tho 
other hand, students may feel that tho school is doing woll, but is good 
otiough to do bettor. In either caso, this difference between the Ideal and the 
Actual Goal indicates a dosite for change or progress. As already indicated, 
this difference between Ideal and Actual Goals has been called Goal Satisfact­
ion; the smaller the difference between the Ideal and Actual Goal, the greater 
the degree of Goal Satisfaction. If, as happens in some cases, the score is 
negative, this means that the students consider that the actual goal of the 
school is greater than their own ideal; in other words,there is more emphasis 
on a particular goal than they think desirable.
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The complete scores on each of tho four goals for 1969, 1970 for the 
nine schools and the total sample aro included in Appendix 3.
Student Ideal and Actual Goals and Goal Satisfaction Scorcs 
in Mine Schools : Average per item
Tablo 7.10
Ideal Goal 
Average per Item
Actual Goal
Average per Item
Goal Satisfaction 
D ifference 
per Item
Liberal Education 2.07 3.18 1.11
~>ocial Education 2.19 3.27 1.08
Religous Education 2.63 2.68 0.05
Examination Achievement 1.92 2.19 0.27
Table 7.10 above reveals a number of signifcant points. In the first 
place, students generally consider that tho stress on the Actual Goals of 
Liberal and Social Education is considerably less than they think is tho Ideal; 
tho difference between the Ideal and the Actual Goal is 1.11 per item in Liberal 
Education, and 1.08 per item in Social Education* In tho second place, and in 
contrast to the point just made, there is no difference between the Ideal and 
Actual Goal in Religious Education: 0.05 being the difference per item.
Students® "satisfaction" with the school's emphasis on Religious Education goals 
contrasts sharply with their ;*d issat isf act ion1* on other scales. Students in 
the sample generally consider that they are having as much Religious Education 
as they think they ought to have; in some schools the students consider that 
they are having very much more Religious Education than they ought to have.
(Sec Appendix 3). Finally, the Examination Achievement scale indicates tho 
students' present preoccupation. Not only do they rate Examination Achievement 
higher than any othor, on their Ideal Goal scales, they also consider the staff 
is stressing it more than any othor goal. In other words, on the Actual Goal 
scales, students rate Examination Achievement first, with a score of 2.19 per 
item, and this is easily tho highest ranking Scale in the students' estimation. 
The high rank that they assign to Examination Achievement themselves in their 
Ideal Goals (1.92), and the high rank they assign to the Actual Goals (2.19), 
and tho consequent relative "Goal Satisfaction:t with Examination Achievement 
seems to me very significant. It could be of course that students see what they 
want to see; thinking examination achievement very important, they perceive 
that their teachers also consider it very important. Or it could be that 
sixth-form Catholic girls’ schools are now in fact geared to examination success. 
It is ironical though, that students arc relatively well S'satisfied;t with the 
Examination Achievement of their schools, and extremely dissatisfied with 
Liberal and Social Education.
Comparison botwe n staff Ideal °oals and students* perceptions
of /ctual "oals
The r.ctual ^oal of Examination Achievement, as perceived by the 
students, is the only instance where tho staff, in the students* estimation 
anyway, is stressing a ?oal boyoncl their own (staff) ideal, and the contrast 
with other goals is very interesting. The differences between what the 
students say are the Actual Goals of the school, and what the staff say are 
the Ideal Goals arc printed below in Table 7.11. As before, cach item is 
rated on a five point scale, from lost Important to Of -o Importance.
Table 7.11
Comparison between Staff Ideal ^oals and Actual 3oals 
Perceived by Students in Fine Schools : Average per Item
Students* Perceptions 
of actual "oals N«550
Staff Perceptions 
of Ideal ~oals 
i i=114
Average per Item Average per Item
Liberal Education 3.18 1.87 1.31
Social Education 3.27 2.04 1.23
Religious Education 2.68 1.35 1.33
Examination Achievement 2.19 2.27 -0.08
Table 7.11 reveals the fairly expectable result of Staff Ideal Goals 
not being actually realized, at least in the perceptions of the students.
.That is interesting from the above table is the comparative similarity between 
tho differences per item for the three main scales, Liberal Education, social 
Education and Religious Education: 1.31, 1.23 and 1.33 per item. It is 
difficult to say for certain what this means in practice; it could moan 
though, that on the scales they think important, staff are consistent, at 
least in the judgements of tho students. Erom my experiences with sixth- 
form schools, I find tho last result on Examination Achievement quite normal. 
Some staff members do in fact stress examination achievement more than they 
realize, and this applies to Sisters as well as to lay staff. It also applies 
of courso to teachers in other places, Universities for instance. Tho sharp 
contrast tanyway^ between Staff Ideals and the Actual joals perceived by 
students on Examination /\chievemcnt and the other three goals: Liberal 
Education, Social Education and Religious Education does suggest there is 
room for both staff and students occasionally to examine their goals in tfiocry 
and in practice.
Much more could be made of those contrasts between staff and student 
perceptions of school goals. Enough has boon said however to reveal the quite 
significant differences between them. In tho following section I want to take 
tho comparisons a step furth.r and examine the inter-rolatedness of scales 
rather than the actual scores on th'^m for the various groups.
Comparison of staff and student intor-scalo correlation matrices
One of the original questions asked in this study is : How integral are 
tho students* religious education goals to their goal system, and their 
experiences of schools generally ? There are probably no direct ways of 
answering this question, but there £re a few indirect procedures which give 
indications or suggestions of the answer. One indirect way of answering the 
question, is to examine and compare the inter-scale correlation matrices of 
staff and students on Ideal Goals, and then to examine the inter-scale 
correlation matrix of students’ Actual 7oals. In this way, taking religious 
education in the soccific sense ?iven it by the Relieious Education scale 
constructed for the study, I intend to show what relationships students y- : 
perceive between their Ideal Religious Education «roals and other ^oals.
In the previous section of this chapter, comparing staff and student 
perceptions of Ideal goals, it was obvious that Religious Sisters think 
Religious Education easily the most important goal of the school, and the 
students consider it easily the least important. For the students, the most 
important goal is Examination Achievement, while for staff it is the least 
important. hat is especially interesting now is to discover the pattern of 
relationships between the different goals for each of the groups. In Table 7-1? 
below is recorded the inter-scale correlation matrix for the staff on the four 
main ideal goals, j s  before the highest correlation in each column is 
underlined, and scale numbers are placed after the scale, instead of before it, 
to facilitate matching of numbers outside the frame of the correlation matrix. 
(This practice is repeated throughout this section of the chapter.)
Table 7.12
Correlation Matrix* for Jtaff Ideal -oals Scales
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Ideal ~oals Scales
1 2 3 4
Liberal Education 1 - 53 39 26
Social Education 2 53 - 50 46
Religious Education 3 39 50 - 41
Examination Achievement 6 26 46 41
* Decimal points omitted.
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This correlation matrix, in Table 7.12 above, indicates that for staff, 
the Social Education scale is the key variable linking all the other variables. 
In this first matrix, the Social Education scale reciprocates with Liberal 
Education with a correlation of 0.53, and in turn both Religious Education and 
Examination Achievement have their highest correlation with Social Education, 
with correlations of 0.45, 0.41 respectively. This is a well integrated goal 
system, and one which contrasts sharply with the students' inter-scale 
correlation matrix, reproduced in Table 7.13 below. As before the highest 
correlation in each column is underlined.
Table 7.13
Correlation Matrix* for Student Ideal ''oal Scales
Ideal Goal Scales
1 2 3 4
Liberal Education 1 - 57 48 05
->ocial Education 2 57 - 43 13
Religious Education 3 48 43 - 01
Examination Achievement 4 ‘ 05 13 01 -
* Decimal points omitted
j.s Table 7.13 shows, for students there is not any one goal clearly
linking the othor throe, as there is on the staff matrix. Social Education^ 
however is tho only goal scale to have a significant correlation (0.13) with 
Examination Achievement, and even then the correlation is very low. So while 
Examination Achievement is tho most important ^oal for students, one could 
probably say, from an analysis of Table 7.13 above, that while students think 
Examination Achievement.an important part of school life, they sec it as some­
thing imposed from outside, and not something intrinsic to their ideals. .’or 
staff on the othor hand, Examination Achievement is something intrinsic to 
their way of looking at the schools, since it has significant correlations with 
every other goal, 0.26, 0.46, 0.41. (Table 7.12 above.)
An examination of tho correlation matrices on Ideal "oals for each of 
the nine schools in the study shows that in only one school is there a 
significant correlation between the Examination Achievement goal and the three 
main goals. This is in Campion 'iigh (N-71), economically and socially, the 
poorest in the study, but one which is small in size, for fifth and sixth forms 
only, with a completely graduate staff, small pupil-tcachor ratio, and a lar~c 
proportion of Sisters to lay staff, a groat amount of student participation, 
and staff-studcnt discussion. The inter-scale correlation matrix for Campion 
High is given below in Table 7.14.
Tablo 7.14
Correlation Matrix* on Ideal Goals : Campion Tigh
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Ideal Goal Scales
i 2 3 4
Liberal Education 1 - 65 42 28
Social Education 2 (35 - 40 40
Religious Education 3 42 40 - 25
Examination Achievement
4
28 40 25 -
* Dccimal points omitted
This well integrated goals system for Campion Ri°:h, recordod in Table
7.14 contrasts sharply with that of Mitchell Fall (M=73) at the other end of 
tho socio-economic scale, where Examination Achievement is negatively 
correlated with tho throe main scales (-0.02, -0.01, -0.09). It also contrasts, 
however, xJith St. Margaret's, another school in the low socio-economic group, 
where the correlations between Examination Achievement and the othor goals are 
not significant: 0.09, -0.07, -0.04.
Ihile the student intor-scalo correlation matrix on Ideal Goals for the 
total sample docs not correspond well with staff perceptions of the 
relationships between Ideal Coals, this is not the case for tho students'
Actual Goals inter-correlation matrix. In this case there is a strong 
resemblance to the staff ratrix, evidenced in Table 7.15 below,where th© inter­
scale correlation matrix of Students' Coals is put beside the Staff inter­
scale correlation matrix for the Ideal ~oals.
Table 7.15
Comparison of Inter Scale Correlation Matrices*: Staff Ideal 
Goals and Student Actual Goals
Students: Actual Coals
Staff: 
1 2
Ideal
3
"oals
4
Liberal Education 1 - 53 39 26
social Education 2 70 - 50 46
Religious Education 3 56 45 - 41
Examination Achievement 4 35 34 23
ii
* Decimal points omitted.
Table 7.15 seems to indicate that the ■system' is working in the way 
the staff thinks it should; in all cases the correlations are significant.
The only difference is that for staff, .Social Education (0.53, 0.50, 0.46) is 
the key item linking the variables, while for students, it is Liberal Education: 
0.70, 0.55, 0.35. However the correlations on Social Education are not 
appreciably lower: 0.70, 0.45, 0.34 and there is a remarkable similarity between 
the two sets of correlations.
In terms of tho origianl question posed at tho beginning of this section 
one can say at least tentatively, from an examination of the correlation 
matrices of student Goals that Religious education is integral or intrinsic to 
their goal system, both as an ideal and in actual practice. This is nothing 
like positive proof of course, but in terms of earlier discussion of ;9 linkages" 
it is at least an indication. On the other hand^one can probably say that for 
students generally, Examination Achievement is not well integrated into their 
whole Goal system. It is the most important goal for the students, while 
Religious Education is apparently the least important, but the latter,and not 
the forme^ is part of the goal system. There will be more confirmation of this 
fact from discussion in Chapter 11.
The Effect of Structural Variables on Student Goals
In Part I of this study, I pointed to some variables under the heading 
of Structural Aspects of the ichool Environment. The variables isolated were 
Parental S.E.S., School S.E.S., School Organization and Parental Religiosity. I 
propose now to examine the effect of each of those on Goal Satisfaction. The 
points put forward in turn arc that student S.E.S. (measured on father's 
occupation and parents' education) and school S.E.S. have marked effects on 
whether or not students are "satisfied" with their schools. School organization 
as such also has discernible effects, but the effects are so compounded with
S.E.S. that it is difficult to make a cloar-cut judgement. 7 inally, Parental 
Religiosity has discernible effects on Goal Satisfaction, in Religious Education 
but on no other goals.
The Effect of Parental S.E.S.
If the student is the unit of study, and the Goal satisfaction scores are 
found for the daughters of parents in the different occupational and educational 
groups, then there is an almost perfect pattern of negative association between 
High S.E.S. homos and Goal Satisfaction. Generally speaking, the higher the 
father's occupation and the parents' education, the lower the degree of C 
Goal Satisfaction. Conversely, tho lower the father's occupation and the parents' 
education, the higher the degree of Goal Satisfaction of the students. In Table 
7.16 below are included the modified standard scores for students whose fathers 
are in the six occupational categories already discussed, and for the three
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categories of formal education: completed secondary, some secondary, 
pr imary/none•
Table 7.16
^oal Jatisfact ion by Parental S.E.S. : Modified standard jcores
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N.
Liberal
Education
Soc ial 
Educat ion
Rcligious 
Education
Examinat ion 
Achievement
Father's Occupation
Professional 120 -21 -14 -14 -13
Managerial 142 - 4 -12 - 8 - 1
Clerical 111 - 2 - 5 -12 +17
skilled 97 +11 +17 + 9 -17
Seni-skilled 52 +47 +30 +42 + 4
Unskilled 38 +40 +18 +33 +34
Father's Education
Completed Secondary 236 -11 - 9 - 8 - 9
Some Secondary 253 + 4 + 3 - 2 - 1
Primary/i lone 71 +23 +17 +26 +22
Mother's Education
Completed Secondary 202 -16 - 6 -17 - 2
Some Secondary 270 + 7 - 3 + 6 - 2
Primary/?!onc 81 +18 +33 +17 +16
An examination of Table 7.16 above reveals the fact that on Father's 
Occupation as one moves down tho column from Professionals to Unskilled, in 
each of the Goal Jatisfact ion scores, there is an almost perfect pattern of 
increasing 'satisfaction®. In Liberal Education, the daughters of Professionals 
score - 21 on the Goal Satisfaction score, while the daughters of Unskilled 
Uorkcrs score +40; in Social Education,the range is -14 to +18, in Religious 
Education, -14 to +33, and in Examination Achievement, -13 to +34. There are 
minor deviations from the pattern; the daughters of Seni-skillcd workers are- 
higher on Goal Satisfaction than the daughters of Unskilled workers in Liberal, 
Social and Religious Education. The othor minor deviation from the pattern 
occurs in the Examination Achievement scale; tho daughters of clerical workers 
being considerably more satisfied than the daughters of skilled workers: +17 
in comparison with -17. A further examination of Table 7.16 above reveals that 
on both fathers' and Mothers' Education, there is a perfectly consistent 
pattern of increasing 'satisfaction' of students on all scales, as one moves 
down tho column from Completed Secondary to Primary. If the mother or father
has completed secondary schooling, goal satisfaction tends to be low (in 
comparison to the average for the sample), and if the father or mother has 
completed primary only, the goal satisfaction tends to be high* The tables 
themselves are so obvious that they do not warrant further discussion at this 
point*
However, one very significant fact is lost sight of by the use of 
modified standard scores. This significant fact is the association of 
negative ^oal Satisfaction scores on Religious Education with Low S.E.S. 
student home background. A negative Goal Satisfaction score, as I have already 
indicated, means that tho student judges the school is putting more emphasis on 
the goal, thafi the student thinks desirable. Almost the only scale to have 
negative Goal Satisfaction scores is Religious Education, and these cases of 
oversatisfaction seem to be associated with Low S.E.S. background and Low 
Parental Religiosity. The daughters of blue-collar workers, semi-skilled and 
unskilled workers, of primary educated fathers and mothers all indicate that 
they arc receiving more Religious Education than they think desirable.
To illustrate this very striking association between certain typos of 
home background I have recorded in Table 7.17 below, the mean Goal Satisfaction 
scores of students from selected groups, and underlined those cases of "ovur- 
satdsf act ion‘#, where students consider they arc receiving more religious 
education than they think desirable. Below each mean score tho sign (plus on 
all these occasions) indicates the relation of the mean for the particular sub­
group to the total mean.
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Table 7.17
Goal Satisfaction by Parental S.E.S. for Selected Groups : Keans
Liberal 
Educat ion 
(8 items) 
Mean
Soc ial 
Educat ion 
(6 items) 
Mean
Rcligious 
Education 
(5 items)
Mean
Examinat ion 
< chievement 
(2 items) 
Mean
Blue Collar Fathers (H=187) 8.06 5.64 -0.44 0.53
Relation to Mean + + + +
Primary Educated Fathers (tf=71) 7.77 5.fX) -0.50 0.32
Relation to Moan + + + +
Primary Educated Mothers (l';=81) 8.00 5.48 -0.24 0.38
Relation to Mean + + + +
All Schools (11=560) 8.90 6.47 0.28 0.54
An examination of Table 7.16 above indicated that students from low
S.E.S. homo backgrounds are well satisfied with the goals of their schools.
Table 7.17 however, reveals the extra fact, that in Religious Education, these 
students from low S.E.S. homes arc more than satisfied, and that they arc having
too much religious education. It is an interesting and perhaps significant
•kfact that for this group "ovcr-satisfaction" occurs only in Religious Education. 
It is at least possible, that this group of students does not see Religious 
Education as an integral part of tho school, and is using tho Catholic school, 
for reasons other than religious education.
Tho Effect of School S.E.S.
If parental S.E.S. is having such a marked effect on students5 experience 
of Goal satisfaction, it is not surprising that a concentration of High S.E.S, 
students in the Sydney Private and A.C.T. Regional schools would intensify tho 
"dissatisfaction" with the goals of tho school. The original classification of 
schools in this study; Sydney/Beyond Sydney, High S.E.S./Lew S.E.S. is repeated 
below for convenionce, becauso I want to stress tho fact that Sydney schools 
are Singlc-Ordcr and schools "Beyond Sydney" are fruiti-Order.
Table 7.18
Classification of Schools in the Study
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Sydney Beyond Sydney
(Singlo-Ordcr) (hult i-Order)
H i gh S.E.S. Sydney Private A.C.T. Regional
Low S.E.S. Sydney Regional N.S.H. Regional
This classification will bo usod in the tables below on tho ''oal 
Satisfaction scores for the four groups of schools. It needs to be kept in 
mind, that High S.E.S. Single-Order means Sydney Private; High S.E.S. frulti- 
Ordcr moans A.C.T. Regional; Low S.E.S. Single-Ordor moans jydney Regional 
and Low S.E.S. Multi-Order means H.S.VI. Regional; these classifications have 
boon usod extensively in previous parts of tho study. In tho tables below are 
recorded the Goal Satisfaction scores of tho schools, first on the two-fold 
classification of High/Low S.E.S., and then on the four-fold classification 
used extensively in the study. As cxocctcd from Table 7.16 above, the schools 
with students from predominantly high S.E.S. homo backgrounds are lower on 
Goal Satisfaction Scoros than schools with students from low S.E.S. home 
backgrounds. This phenomenon holds for the two groups of High S.E.S. schools, 
but as the following paragraphs indicate, school organization does seom to 
make an important difference.
* There are at least two cases whore groups are ovorsatisficd with the 
Examination Achievement goal and one of these is the Low S.E.S. N.S.W. 
Regional School, St. Margaret's, where in 1969 and 1970, students report 
"ovorsatisfact ion". These results are recorded at tho end of the chapter 
in Table 7.23.
In Tablo 7.19 arc rocordod tho Goal Satisfaction scoros of tho schools 
on the two-fold classification: ligh/Low S.E.S. Means, rather than modified 
standard scoros, have boon usod throughout this section to illustrate tho 
;,ovor-sat isf act ion:’ of sore groups in Religious Education; ovor-sat isf act ion 
as already indicated moans that students consider that tho school is stressing 
the goal more than they (the students) think desirablo. To facilitate detect in 
of'bver-satisfact ion” , tho scores are always underlined. Under each score is 
included a plus or a minus sipji to indicate whether the result is above or 
below tho moan for the total.
178
Table 7.19
Goal Satisfaction for High and Low S.E.S. Schools : ‘means
Goal Satisfaction Scoros K igh S.E.S. 
Schools i'j«=261 
Moan
All Schools 
H-=560 
Mean
LoW ^ . i!i • O . 
Schools rl*»299 
Lean
Liberal Education 11.26 8.90 7.72
Relation to Mean - +
Social Education 7.88 6.47 5.24
Relation to Lean - +
Religious Education 1.05 0.28 -0.40
Relation to I can - +
Examination Achievement 0.65 0.54 0.48
Relation to NJoan +
Table 7.19 above rovoals a number of interesting points. In the first 
place, thore is the obvious unfavourable response of the high S.E.S. schools, 
especially on the first threo scales; if these wore simple random samples the 
differences between the two groups would bo significant at the .l/„ level. In 
the second place, thore is tho “ovcr-satisfaction" of the low S.E.S. schools on 
Religious Education. ? inallyjthere is the fact of the marginal differences 
between the two groups on the Soal Satisfaction score in Examination j-chievement; 
Those results on Goal Satisfaction mirror almost perfectly the results on 
student Morale recorded in the next chapter, and soom to suggest that students 
from high S.E.S. backgrounds arc more demanding and more critical of thoir 
schools. The special case of the Examination Achievement Goal Satisfaction 
scale is simply noted hero as being somehow different and it will be discussed 
later.
In Table 7.20 bolow are recorded tho Goal Satisfaction scores for the 
four groups of schools : Single-Order, Multi-Order, High S.E.S., Low S.E.S.
Under each score, the plus or minus sign indicates whether tho response is 
favourable or unfavourable. As before ,examples of "over-satisfact ion" are 
underlined to facilitate detection.
Goal Satisfaction Scores
Table 7.20 
by School S.E.S. and Organization :
W
Moans
Goal Satisfaction Singlo-Ordo r I^ult i-Crde
Scales N=351 N=199
No an Mean
Liberal Education High S.E.S. 9.22 • 12.88
(8 itoms) - -
Low S.E.S. 8.34 6.9
+ +
Social Education H i gh S.E.S. 7.22 8.81
(6 items) -
Low S.E.S. 5.74 4.87
+ +
Religious Education High S.E.S. 0.40 2.23
(5 items) - -
Low ^.E .S . -0.49 -0.50
+ +
Examination Achievement H igh 3.E .3.
(2 items)
LOW > • j!i • 3 •
Table 7.20 indicates a number of significant points. In tho first
place the general dissatisfaction of High S.E.S. schools on tho first three
scales illustrated in tho previous table, (Table 7.19) is repeated hero for
both types of school: Single-Order and hulti-Order organization. On each of
the first throe goals tho High S.E.S. schools are dissatisfied and this
dissatisfaction is indicated by the negative si^n under thoir respective scores.
In the second place there is the similar ''over-sat isf act ion11 on Religious
Education from both groups of low S.E.S. Schools, Sydney and i'l.S.'W. Regional,
with scoros of -0.49 and -0.50 respectively. Finally there is an interesting
reversal on the Examination Achievement Goal Satisfaction scoro; tho A.C.T.
Regional Schools, the High S.E.S. Multi-Order schools , which have been
consistently the most ‘'dissatisfied59 group on Goal satisfaction on every other
scale, are on this occasion, positively favourable, while the low S.E.S. Kulti-
Order group, the i l . S . i J .  Regional Schools, are s,over-satisfied51 with Examination
Achievement. Perhaps more signifcant still is tho fact, that tho Sydney
Regional Schools are the most dissatisfied group on Examination Achievement
(0.83) and. they have boon consistently "satisfied" on all othor goals, and as
tho next chapter will show, they tend to bo favourable to their schools on 
other measures.
0.69
0.33
0.36
+
-0.23
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This finding substantiates my own impressions, and some of the 
discussion earlier in the study in Chapter 2, on tho selective policies at work 
in the Sydney Regional schools. ?rom visiting the schools, I constantly had 
tho impression that Sydney schools were more examination oriented than the 
schools beyond Sydney, and this impression seems supported here. Both Sydney 
schools are negative on this scale; tho ^oal Satisfaction score for the 
combined Sydney schools on Examination achievement is 0.78; for tho schools 
beyond Sydney it is 0 . 0 9 and if these wore simple random samples the 
differences between the two groups would be significant at tho 1% level. It is 
difficult to say exactly what these differences on Examination Achievement 
Satisfaction between the two sets of schools entails. It could be that Sydney 
schools are more geared to examination success anyway, and this was my 
impression, or it could be that multi-order organization of the schools beyond 
Sydney has more effectively mobilized the available staff and given the 
students tho sense that their examination achievement goals are being well 
catered for. The remarkable fact that the A.C.T. Regional schools (Table 7.20) 
are favourable on this score and not on any other score might lend some support 
to this view, because without any doubt, tho A.C.T. schools, aided as they have 
boon by Commonwealth grants, arc better equipped generally than the Sydney 
schools in this sample.
The differences between the four groups of Schools recorded in Table 
7.20 above can be taken a stop further to show the effect of S.E.S. 
differences within single-order and multi-order schools. This is done by 
subtracting the modified standard scoros on each scale. The results are 
recorded in Table 7.21 below and reveal that tho effccts of tho S.E.S. 
differences arc more marked in multi-order schools than in single-ordor 
schools.
Expressed in modified standard scores which facilitate comparison these 
scores would be: Sydney schools, - 24, Beyond Sydney schools, + 4 c .
Differences between High S.E.S., Low S.E.S., 5 inglc-Order, 
Fulti-Order Schools on Student Goal Satisfaction : iiodifiod
Standard Scores
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Tablo 7..21
Soal Satisfaction S.&.S. 
Scale
S ingle 
Order
Multi Multi-
Ord or
Order— S inglc-Order
Liberal Education
High S.E.S. - 5 -73 -57
Low S .£.S . +10 +53 +43
Low S.E.S.— High S.g.S. +16 +126
Social Education
High S.E.S. -17 -49 -32
Low S.E.S. +16 +36 +20
Low S.E.S.—H i gh S.E.S. +33 +85
Religious Education
High S.E.S - 4 -59 -55
Low S.E.S. +23 +23 0
Low S.E.S.—High S.E.S. +27 +82
Examination Achievement
Pigh S.E.S -12 +15 +27
Low S.E.S. -21 + 55 +76
Low . S.E.S.-High S.E.S. - 9 +60
Table 7.21 above reveals very clearly at least throe important points.
An examination of tho third row in each of the four tables shows that, in seven
out of eight cases, the Low S.E.S. schools are s ignif icantly more satisfied
than the High S.E.S. schools; the only exception is on the fourth scale
already mentioned whore tho Sydney Regional schools are less satisfied with tho
Examination Achievement goal in their schools (-9). vJhon this fact is put 
beside the "oversat isf act ion'3 in Religious Education, recorded in Table 7.20, 
and the selective policies of Sydney Regional school principals, discussed in 
Chapter 2, it is possiblo^as T have already suggested that subtle changes are 
taking place in the Sydney schools as the result of "regionalization”• The 
second noteworthy point about Table 7.21 is the very great difference made by
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S.E.S. in multi-order schools in comparison with singlc-ordcr schools. This 
is soon by comparing cach of tho results in the* third row of oach scale 
(Liberal Education, Social Education etc.,). In Liberal Education tho 
difference is +120 in comparison with +16; in Social Education, +85 in . - 
comparison with +33; in Religious Education, +82 in comparison with +27, and 
in Examination Achievement, +40 in comparison with -9.
In every case the differences between the S.E.S. groups aro strikingly 
greater in the multi-order schools than in tho singlc-ordcr schools. I find 
difficulty, however, in interpreting those results with any degree of 
confidence. If Soal Satisfaction measures the internal cohosivencss and 
unity of a school, and this seems to be the case, then Goal Dissatisfaction 
probably measures pressures to change, why these pressures to change should 
be so strikingly more obvious in the High S.E.S. Multi-Order schools, than in 
the High S.E.S. Singlc-Ordcr schools is difficult to say. It could have 
something to do with school-organization, but as I suggest in the next chapter 
where those results aro almost perfectly mirrored in tho student Morale scores 
in the different groups of schools, it is just as likely to have something to 
do with tho special features of Canberra. The differences might have nothing 
whatever to do with multi-order organization.
iJhat one can say with confidence, however, is that multi-order 
organization jas such does not d irectly affect Goal Satisfaction. The most 
"satisfied" group arc H.3 .VI. Regional Schools (Low S.E.S. Multi-Order) and the 
least "satisfied-’ group arc tho A.C.T. Regional (High S.E.S. Multi-Order). It 
is only when the S.E.S. factor is introduced, that the effects are so 
discernible. An examination of the third column for cach scale in Table 7.21 
above reveals that the move from single-ordor organization is always favoured 
by tho Low S.E.S. groups (+43, +20, 0, +76), and not favoured by the High S.E.S. 
groups (-67, -32, -55). However it is interesting to note that the change to 
Multi-Order organization is favoured by both groups in Examination Achievement 
"oal Satisfaction (+27, +76). This result could bo duo to the moro carcful 
mobilization of staff and resources that multi-order organization entails.
The Goal Satisfaction scores of iUnc Schools : 1969 and 1970
This examination of the Goal Satisfaction scoros could be taken a stop 
further to show the scoros on each of tho nine schools on both the 1969 and 
1970 School Goals Questionnaire. There is a remarkable similarity within 
schools between the scores of December 1969 and those of Juno, 1970. In Table
7.22 below arc'ahown the ^oal Satisfaction scorcs for tho two years. After 
cach scorc, there is included a plus or a minus sign, to indicate the relation 
of the scorc to tho mean for the total.
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^oal Satisfaction Scoros of Nine- Schools for 1969, 1970 
by School : Means
Tabic 7.22
Schools Year Liberal 
Educat ion
Mean
Soc ial 
Educat ion 
Mean
Religious 
Education 
Mean
Examinat ion 
Achievement 
Mean
Sydney Private
Mitchell ilall 1969 9.4 6.2 0.8 0.3 -
(17=72) 1970 9.2 - 6.0 + 0.3 - 0.4 T
Cavan Park 19" 9 9.9 10. ,4 - 1.5 _ 0. 7 at
(W«*95) 1970 9.2 ~ 8.4 • 0.5 1.0
A.C.T. Regional
All Hallows 1959 9.1 _ 6.2 0.7 - 0.1 +
0^49) 1970 11.2 - 8.6 - 2.0 - 0.4 T
Trinity College 1969 10.4 _ 9.1 • 1.3 - -0.6 +
(i is*44 ) 1970 13.1 • 9.1 “ 2.5 — 0.3 +
Sydney Regional
St. Mary's 1939 7.7 + 4.7 + -1.8 + 0.5 -
(lI«=57 ) 1970 8.4 + 5.5 + -1^7 + 1.1 -
Sion Convent 1959 5.8 + 3.2 + -0.4 + 0.2 -
( W *= 82) 1970 7.5 + 4.6 + -0.1 + 0.7 -
Chisholm High 1959 5.8 6.8 m -0.6 + 0.4 -
(tf-54) 1970 9.3 •* 7.2 • 0.1 + 0.7
t f . S Regional
St. Margaret's 1959 7.5 + 5.4 + 0.9 - -0.4 +
(N=35) 1970 7.5 + 5.6 + 0.7 - -0.5 +
Cano ion High 1959 4.4 3.5 + -0.4 + 0.0 +
(N«=71) 1970 6.4 + 4.1 + -0 . u + 0.0
Total N-442 1959
00•r-- 6.0 0.21 0.14
Total N*=550 1970 8.9 6.5 0.28 0.54
* The plus or minus sign after cach score reveals the relation of tho scorc 
to the mean for the total.
Table 7.22 contains four significant points. In the first place, 
there is the striking fact already recorded, that goal satisfaction is fairly 
consistently lower in the High S.E.S. schools In the first three scales of 
Liberal, Social and Religious Education and this pattern is almost perfectly 
maintained - the one exception being Mitchell Hall’s "satisfaction” on Social 
Education in 1970* In all other cases, the four High S.E.S. schools are 
below the mean on the three scales • and this is indicated by the negative 
sign* In the second place there is the fact that goal "satisfaction" tends 
to be high in the Low S.E.S. schools and this again holds for the two years. 
In the Sydney Regional schools, two out of three schools match the pattern 
perfectly in the first three scales - the exception being Chisolm High which 
Is negative on the 1970 Liberal Education score, and negative on both the 
1969 and 1970 Social Education scores. In the N.S.W. Regional schools, the 
schools almost perfectly match the pattern of high goal satisfaction. The 
only exception Is St* Margaret's on goal satisfaction in Religious Education, 
and as subsequent analyses will show, this school is very high on student 
religious outcomes generally and is also high on Parental Religiosity. This 
school is consistently "oversatisfied" with the emphasis on the Examination 
Achievement goal and while the students there were reasonably able 
intellectually, and performed well on the subsequent public examinations, it 
is obvious both from these results and from their oomments on the 
questionnaires that examination achievement counted considerably less for 
them than it did for students in the Sydney Regional schools. The very low 
parental educational baftkground of this group recorded In Chapter 3 could 
partly explain this finding.
In the third place, there is the fairly consistent finding of 
"oversatisfaction" on Religious Education goals In .the Low S.E.S. schools, 
the one exception being St. Margaret's; these "oversatisfaction" scores are 
underlined to facilitate detection. And finally, there is the consistent 
low Goal Satisfaction on Examination Achievement in Sydney Regional schools, 
for all schools and on the scales for both years.
This discussion of the effect of School S.E.S. and School Organisation 
on Student Goal Satisfaction within groups of schools and then within the 
nine schools for both the School Goals Questionnaires of 1969 and 1970 does 
reveal some interesting points, some of which I have tried to Interpret.
Other analyses and Interpretations are possible and necessary no doubt, but 
I intend to leave the discussion of this point and return to it briefly in 
the next chapter and in my conclusion. I want now to turn to the effect of 
Parental Religiosity*
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The Effcct of Parental Religiosity
There are two noteworthy features about the effects of Parental 
Religiosity on students' goal sat isf act ion;. On tho one hand It seems to have 
comparatively little influence in Liberal and Social Education or Examination 
Achievement} On the other hand, it does have a quite discernible effcct, as 
one would expect, on Religious education goal satisfaction, Generally 
speaking, the more religious homes (however defined) have daughters who arc 
dissatisfied with the Religious Education goals of their schools. In other 
words, these students comc from homes which tend to hold Religious Education 
goals important and such students tend to be more critical of the school’s 
performance. Students from low religious homo backgrounds, however, have more 
modest expectations of the Religious Education goals of the school and they arc 
consistently vioversatisf ied”. This can be seen from an examination of Table
7.23 below, whore means, rather than modified standard scores, have been used, 
to give some indication of !,oversat isf act ion’1 • ^clow each scorc the plus or 
minus sign indicates the relation of each score to the total mean. As before 
tfovorsat isf act ioniJ scorcs have boon underlined, to facilitate detection.
Table 7.23
Goal Satisfaction by Parental Religiosity : Means
Goal Satisfaction
3cales
High Religious 
Homos 
iT=260
Total
’=560
Low Religious 
Homes 
t^lOl
D ifforonce
Liberal Education 8.76 8.90 8.88 +0.12
(8 items) Relation to Mean + +
Social Education 6.57 6.47 5.90 -0.67
(6 items) Relation to Mean +
Religious Education 0.81 0.28 -1.01 -1.82
(5 items) Relation to Mean +
Examination achievement 0.46 0.54 0.62 +0.18
(2 itoms) Relation to I can +
Table 7.23 above seems to suggest that religious home background is 
not having marked effcct on ^oal satisfaction except in Religious Education. 
Tho differences between either group on tho moans in Goal Satisfaction on 
Liberal and Social Education and Examination Achievement are marginal. In 
Religious Education however the differences are very marked indeed-if the 
samples were simple random samples the differences would bo significant af the 
• I/, level. There will be further discussion of the effects of Parental 
Religiosity in Chapter 9.
The main points taken up in this chapter wore four in number* In the 
first place there was a discussion of the similarity and reliability of the 
scales derived from the Ideal Goals Questionnaire for the staff and students. 
This was followed by a discussion of the actual scoros on tho Ideal Goal scales, 
for tho various adult groups, and indicated quite clearly that, except for 
Religious Education, there is some evidence of a lack of goal consensus between 
the Directors who manage tho schools, as it wore, at an institutional level, 
and tho Sisters who actually toach in tho schools. Tho third main point 
concornod a number of comparisons between tho staff and student perceptions of 
tho goals. In comparisons of the ideal goals of the school, between staff and 
students, again, though more cxpoctably than in the case above, there is 
evidence of lack of goal consensus. A  number of other comparisons wero made 
which suggested tho need for a elose examination by both staff and students as 
to what is meant by the ’goals'*’ of the school, what counts as an 11 actual" 
goal and so on. Finally, there was the rather complicated section concerning 
the effocts of Home and School S.E.S., School Organization and Parental 
Religiosity on Goal Satisfaction. The results here indicate that those 
structural variables aro having discernible effocts, some of which will bo 
obvious in the next three chapters, discussing the School Climate Questionnaire, 
the Religious Outcome Inventory and Examination Achievement.
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Chapter 8
STAFF AND STUD EL IT PERCEPTIONS OF THE SCHOOL
In the Introduction I suggested that there are two main sets of 
questions concerning staff and student attitudes to the school generally:
1* T.Jhat are the students® perceptions of the principal and staff, 
of school morale, the discipline and. the examination system?
2. How do students' perceptions compare with those of the staff?
In this chapter I propose to answer these questions and also to answer the 
other questions posed by the discussion of the Structural aspect of the School 
Environment : vJhat differences do Student and School S.E.S., and School 
Organization make to the staff and students* perceptions of the school? The 
chapter is divided into four main sections: (1) a discussion of the Staff 
Climate Questionnaire: (2) a comparison of items and scales common to both 
the Staff and Student Climate Questionnaire; (3) an examination of the items 
on the Student Climate Questionnaire which are special to students; (4) the 
effect of structural variables like parental and school S.E.S. and school 
organization on student morale.
The Staff Climate Questionnaire
In a now famous passage A.W. Halpin describes his idea of school 
“personal ity1':
f.nyone who visits more than a few schools notes quickly how schools 
differ from each other in their 'feel*. In one school the teachers 
and the principal are zestful and exude confidence in what they are 
doing. They find pleasure in working with each other; this pleasure 
is transmitted to the students, who thus are given at least a 
fighting chance to discover that school can be a happy experience. In 
a second school the brooding discontent of the teachers is palpable; 
the principal tries to hide his incompetence and his lack of a sense 
of direction behind a cloak of authority, and yet he wears this cloak 
poorly because the attitude he displays to others vacillates randomly 
between the obsequious and the officious, i.nd the psychological 
sickness of such a faculty spills over on the students who, in their 
o*m frustration, feed back to the teachers a mood of despair. A  third 
school is marked by neither joy nor despair, but by hollow ritual.
Here one gets the feeling of watching an elaborate charade in which 
teachers, principal, and students alike are acting out parts. The 
acting is smooth, even glib, but it appears to have little meaning for 
the participants; in a strange way the show just doesn't seem to be 
'for real*. And so, too, as one moves to other schools, one finds 
that each appears to have a 'personality' of its own. It is this 
’personality' that we describe here as the 'Organizational Climate* of 
the school. Analogously, personality is to the individual what 
Organizational Climate is to the organization. (Halpin, 1966, p. 131.)
188
Tho contrasts between tho schools in this study aro not as sharp as 
Halpin suggests, nor aro staff zost and confidoncc necessarily coiranunicatod to 
tho students. Staff discontent in sixth-form schools docs not seem to be 
’brooding*' nor does it appear to begot a mood of# "despair51 and "f rust rat ion*' 
in the students. The so called ‘'romantic critics", Kozol (1967), Jackson 
(1968), Holt (1969) and others, have pointed to deficiencies in individual 
schools, which may well be illustrations of tho ’'psychological sickness” Halpin 
mentions. These extreme cases are probably not characteristic of sixth-form 
schools generally in Australia, or elsewhere, because of the high degree of 
motivation of senior students, and tho "direction" provided by the external 
examination system. They are certainly not characteristic of tho nine schools 
in this study. Halpin is probably right,however in suggesting that each 
school has its own personality, that staff morale does have some effect on 
students and that the principal has a key role in the school.
A.U. Halpin and his co-worker D.3. Croft have done a great doal of 
research to measure school 'personality*, by the construction of their eight 
scales describing staff perceptions of principal and staff behaviour. In 
Chaoter 6, I indicated that, while the Kalpin-Croft O.C.D.Q was not appropriate 
for Australian Catholic schools, I used many of the ideas and assumptions 
implicit in the construction of that questionnaire. After some preliminary 
discussion on the actual scalos formed from tho Staff Coals Questionnaire, this 
section on staff data deals with two main points: (1) tho actual scoros on the 
nine scalos for the total sample and (2) some comparisons on key scales between 
lay and religious staff in single-order and multi-order schools.
Tho 72 items on the Staff Climate Questionnaire were analysed in the 
same way as the items on tho 'oals Questionnaire, already described in Chapter
6. The correlational analyses yielded nine distinct scales, the statistical 
details of which aro given below in Table 8.1. This table shows that at least 
six of the nine scales aro reasonably reliable, and since the average in the 
inter-item correlation matrix for the items in the friendships scale is at 
least 0.30, this also is a reasonably coherent scale. The final two scales of 
Professionalism and Christian Doctrine Teaching are of doubtful statistical 
value, but the items contained in them are important for my purposes. The 
scalos are divided into Halpin's two main groups, one describing the principal's 
behaviour, tho other describing staff behaviour; one remaining scale Christian 
Doctrine Teaching has boon retained in a category of its own.
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Results of .actor Analysis in Construction of scales 
from Staff Climate Questionnaire
Table 8.1
I* c=223 Scalos Formed 
from Jtaff 
Questionnaire
1,7o . of 
Items
f irst
Latent
Root
Reliability * 
Coeff icient
Amount of 
Variance 
Accounted f<
Scales on Principal
Principal as Staff 
Loader 9 5.02 .90 56/o
Principal as Loader 
in School Community 8 3.75 .86 677«
"oal Consensus 6 2 .63 .75 43/o
Supports 7 2.56 .71 36a
Scales on Staff
Morale 7 3.25 .81 67/o
Public Relations 3 2.93 .75 37/o
J'r lend ships 5 2.22 .68 66/o
Professional ism 5 1.93 .60 39/,
Christian doctrine
Teaching 3 1.93 .66 63/o
iAS already i n d i c a t e d  in previous chapters, the reliability coefficient used 
throughout this study is the Cronbach / lpha; in the absence of the Ireek 
letter alpha on the type-writer, I have spelt out the letter in each case.
In Appendix 6, there is a complete list of all the items, in each of 
the nine scales, V7ith their respective first principal component weights. I 
have made no attempt as I did in Chapter 6 on student Ideal .'oals, to compare 
the results found by McQuitty linkage analysis and by factor analysis. My 
limited use of staff data docs not warrant such attention, -’or the purposes of 
convenience, in the final section on staff data, I have added the two scales: 
Principal as Staff Leader and Principal as School Community Leader to form one 
scale of 17 items with reliability coefficient of 0.93. (Cronbach Alpha)• I 
have also added the two main scales on staff : Morale and Public Relations to 
form a scale of 15 items with a reliability coefficient of 0.85 (Cronbach Alpha). 
As "oal Consensus and Christian Doctrine Teaching are key scales for the study 
penerally for the reasons already ^ivcn, I have retained them as separate ent­
ities. The other scales recorded in Table 0.1 above friendships for instance, 
Professionalism and so on, receive little further mention in this chapter, 
because they are not necessary for my present purposes. A complete report of 
the results on each of the nine scales is included in Appendix 6, and the scales
not used hero arc usod again briefly in Chapter II* Before giving the actual
scores for the total sample, I want to point briefly to some general features 
of leadership behaviour in Catholic schools, and in schools generally, which 
provide some nerspective for the discussion ahead.
There are a number of features in tho school situation over which the 
Jister-principal has little or no control : her own appointment for instance, 
the educational policies of her congregation, the selection of religious staff, 
and the number of lay staff that may be employed. In common with any othor 
princioal, she has no control over the past history of the school, its 
particular traditions, the aspirations and expectations of parents and students 
or the efficiency of her predecessor. She has no control either, over the 
general state of tho teaching profession at any particular time. The generally 
low morale of teachers in Hew South Halos in 1970, the largo scale exodus of 
gradu«ate teachers to other more lucrative professions, and tho consequent 
shortage of trained teachers, especially in science, arc all important features 
of the teaching scene generally, which have important implications for this 
study, r.s well as the limitations imposed on the principals by tho factors 
mentioned above, all tho principals in this study aro teaching, and most of 
them aro teaching four or five periods a day, generally at sixth-form level.
This state of affairs is very much a reflection of the financial crisis 
currently affecting Catholic schools.
The Actual Scores on Tine Scalos for tho Total Sample
Despite these difficulties and the possible over-work of principals, the 
teachers generally in the sample aro reasonably well satisfied with their 
teaching situation, as measured by tho udimensions9' constructed for the study.
The cvidcncc for this is presented below in two tables: Tablo 8.2 and Table 8.3. 
In Table 8.2, there is a report of tho percentage positive response rate on tho 
key item of each of the nine scales; in Tablo 8.3, thore is a report of the 
actual means and averages per item for each of the nine scalos. The latter,
Tablo 8.3, is included because it provides a more reliable measure of the various 
dimensions and allows easy comparisons to be made between scalos. Both the 
tables indicate that, in seven out of the nine scales, tho staff response is 
positive, tho two scales receiving the least favourable responses arc Christian 
Doctrino Teaching and Supports. Table 8.2 is printed immediately below.
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Tablo 8.2
Positive Responses * to Selected
Items on Staff *oals Questionnaire : Percentages
Item
i'lo.
Scales and a Selected Item in Each Scale Ii»223 Pos it ive 
Response %
Principal as ,taff Leader
4 The principal is a good leader ... 
Principal as School Community Leader
83
20 The principal gives impression of undertandinr 
people's problems (e.^. parents, staff, students.)
joal Consensus
77
21 Religious goals are well understood and sympathet­
ically received by lay staff ..
Morale
77
65 The morale of the teachers is high. 
Public Relations
85
3 The relations between parents and staff are friendly 
friendships
78
26 Teachers enjoy being together 
Profess ionalism
88
1 This school has a high academic standing in the 
local community
Supports
90
28 Teachers generally have too many teaching periods. 
Christian -octrine Teaching
56
34 Teachers here are quite confident about Christian 
Doctrine teaching. 39
A  positive response means t^at staff members have responded either 
1« Certainly True or 2. Probably True. This use of the term “Positive 
Response61 is retained throughout the chapter.
Table 8.2 above indicates quite clearly the general satisfaction of the 
staff on the key items in each scale, on seven out of the nine scales formed; 
the obvious exceptions are on the items on tho scales, Supports and Christian 
Doctrine Teaching. Jhile the average positive response is over 82/, on the 
first seven scales, the present financial crisis in Catholic schools is evid­
enced by the large number, 56/0 a^reeinp that teachers have too many teaching 
periods. The even less enthusiastic response on Christian Doctrine (39A) 
indicates something of tho present anxiety, already mentioned, concerning the 
status and meaning of Christian Doctrine classes in Catholic schools today. The 
results on these two iters, hoeever, should not dirinish the generally favourable 
picture on the other seven items. I make this point about the general satisfact­
ion of staff, because a cood deal of the subsequent discussion in the chapter 
deals with comparisons of different croups: lay/religious, sin^le-order/multi-
orcloi* on the various scalos* Comparisons aro always made with the moan for 
the total in the use of modified standard scoros, and in this case tho mean in 
seven out of nine schools is remarkably high. This general satisfaction of 
staff with their school is more clearly demonstrated in Table 8.3 below where 
the mean scores, the average per item and the rank of each scale have been 
recorded•
Tablo 8.3
Scores for Total >ample on. ^taff Climate Scales:
Jeans, Standard Deviations, Averape Jcores nor Item *  
and T ank Order
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Description of Scale ^(.•of
Items
Total
Mean
N«223
S.D.
Average 
per Item
"lank
Scales on Principal
Principal as Staff Leader 9 15.82 7.3 1.76 2
Principal as Community Leader 8 12.04 6.5 1.50 1
"oal Consensus 6 11.90 3.9 1.98 5
supports ** (-Constraints) 7 19.68 5.6 2.81 8
Scales on Staff
Morale 7 12.37 4.0 1.77 3
Public delations 8 17.16 5.0 2.16 6
friendships 10.84 3.0 2.17 7
Profess ionalism 5 9.15 3.0 1.83 6
C.D. Teaching 3 9.77 2.7 3.26 9
The average score per item needs to be understood in the context of the 
five point scoring scheme adopted generally in this study, Is Certainly 
True, 2: Probably True and so on.
** j%11 the items in this scale are negative, as Appendix 6 indicates. The 
means have been reversed to make the responses positive. The scale was 
originally named Constraints, and in the Model describing the Staff and 
itudent data reproduced in Chapter 11, this original name has been re­
tained. actually ''Constraints50 better describes the actual items than 
41 support s*', but for statistical reasons I needed a positive scale - 
hence the change.
An examination of the mean scores in Table 8.3 above, and especially an 
examination of the average score per item of the total sample, reveals that in 
seven out of the nine scales, teachers are positively favourable - positively 
favourable in th^ sense that the average score por item is about 2. On two 
scales however, Supports and Christian Doctrine Teaching, the response is 
neutral: 2.81 for supports and 3.26 for Christian Doctrine Teaching, and 
theso scores substantiate my own impressions of the schools. ~tafr generally 
seemed more satisfied with the principal and staff morale, than with Christian
Loctrino teaching* Tho orincioals, as already suggostod aro ofton overworked, 
at least in my view, anc* they had not tho leisure themselves to spend more than 
a minimal amount of time with staff to plan and co-ordinate the Christian 
Doctrine courses. This is tho only scale, where Religious listers generally and 
in every school are loss favourable than are the lay staff. The reasons for 
this are obvious enough. The lay staff for the most Dart do not teach Christian 
Doctrinc, and are less likely therefore to appreciate the difficulties.
Religious Sisters on the othor hand are very hesitant in their attitude to 
Christian Doctrine teaching. If the percentage responses on this item, in Table 
8.2 above are divided into Religious and Lay staff, the results are very 
different: 25/» of religious staff giving a positive response and 54/£ of lay 
staff; the average for the total is 39%. The mean score and average per item 
on tho Supports scale (2.81) reflect something of tho same situation - the fact 
that the principals are possibly overworked and sahools generally suffering 
from lack of needed staff and facilities.
An examination of the rank order of each scale reveals that, in tho view 
of the staff, the most satisfactory aspect of tho school is the behaviour of the 
Drincipal as a community leader and as staff leader, with averages of 1.5 and 
1.75 per Item respectively. Tho next most satisfactory aspects of the school 
aro Staff Morale: 1.77, Professionalism: 1.83 and Goal Consensus: l*98r 
Public Relations: 2.14 per item and friendships: 2.17 per item arc still close 
enough to an average of 2 to suggest that staff responses on the first seven 
scales arc favourable. The neutral and uncertain responses on Supports and 
Christian Doctrine Teaching,then are all tho more remarkable, because of their 
contrast with the other seven scales.
Comparisons between Groups on Selected Scalos
Tho second main point to bo discussed on staff data concerns a number of 
comparisons on certain key scales: the two scales on the Principal, as well as 
the scales on Goal Consensus, r-oralo, Public Relations and Christian Doctrine 
Teaching. Tho strategy is to compare the scores of lay staff and religious 
staff on a particular scale, then to take the comparisons a step further and 
compare the scores of lay and religious staff in single-order and multi-order 
schools. In order, tho scales discussed at length are tho Principal, Morale, 
Public Relations and Goal Consensus, there is a short discussion at tho end of 
this section on Christian Doctrine Teaching.
Comparisons between groups on scalos on Principal.
If the scores for the total sample, shown in Table 8.3 above, are 
analysed to show the separate scoros for lay and religious staff, some very 
significant facts emerge. On the whole, lay staff aro more favourably disposed 
toward the principal than aro the religious staff. Since every principal in the 
study is herself a religious Sister, this might at first seem surprising;
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however, th«r© are some obvious reasons why lay staff might view the principal 
favourably, if not necessarily more favourably than do the Sisters. In the 
first place, lay staff are selected and then employed by the principal; 
religious staff, on the other hand, are appointed by the Provincial Superior, 
and in the case of multi-order schools, by several Provincial Superiors. The 
principal has little or no say therefore in the selection of religious personnel; 
but with lay staff, the principal is able to choose her staff member, sometimes 
from five or six applicants. In the second place, lay staff tend not to be 
responsible for the more irksome tasks of the school: the administration, 
discipline, detention after school; in some cases they do not even take 
playground duty. This means in practice, that the more irksome tasks tend to 
fall to the religious staff, and since the principal is the one finally 
responsible for directing such tasks, it is inevitable that some religious-lay 
staff tension will arise in the principals role in this regard. In at least 
two schools of the study, this problem was quite acute; in the view of 
religious staff anyway* the principal made too few demands on lay staff and 
spent proportionately more time with them, than with religious staff.
Inevitably, then, these religious staff felt they were being imposed upon.
Vihile lay staff are now exercising more responsibility than ever before 
- as form mistresses, subject mistresses, supervisors of excursions - and 
receiving appropriate increments in salary for these services, the fact that 
married women are a large proportion of the lay teaching force necessarily limits 
their commitment to the school. It is probably true to say, that career 
opportunities are opening up for lay teachers in Catholic schools, but possibly 
less often in girls' schools than in boys* schools. In Table 8.4 below are 
recorded the modified standard scores for lay and religious staff on the 
combined scales on the Principal.
Table 8.4
Comparison of Lay and Religious Staff Perceptions of 
the Principal : Modified Standard Scores
Scale Lay Staff Religious Staff
M-109 N=114
Combined Scales on Principal 
(17 items) T 5 - 5
v/hile lay teachers generally are more favourable to the principal than 
the religious Sisters, school organization does appear to make an important 
difference to the staff perceptions of the principal. This is revealed in two 
ways: by comparing lay and religious staff perceptions of the Principal (1) by 
school organization and then (2) by individual schools. Table 8.5 below 
records the comparisons between lay and religious Staff scores on the Principal
by school organization. The second comparison referred to above is discussed 
later on.
Table 3.5
Comparison of Lay and Religious Staff Perceptions 
of the Principal by School Organization :
Modified standard .cores
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Scale
Lay Staff (l°=»109) Religious Staff (.1=114)
Mult i-Order 
1^36
Single-Order Multi-Order Single- 
N«73 5 5 Order !»59
Combined Scales 
on the Principal 
(17 items)
+ 14 - 7 - 19 + 1 8
These modified standard scores in Table 8.5 above are found by compar­
ison with the total for the sub-^roup (lay or religious), and not by compar­
ison with the grand total. This particular table shows that the lay staff in 
multi-order schools are much more favourable (+16) to the principal than are 
lay staff in single-order schools (-7); on the other hand}in single-order 
schools, where the principal is a member of the local community, religious 
staff adherence to the principal is much greater than it is in multi-order 
schools: +18 in the single-order schools and -19 in the multi-order schools; 
if these were simple random samples the differences between the two groups 
would be significant at the 1A level.
A number of important factors are operating here: On the one hand, 
religious Sisters, who live together in the one community, have common ideals, 
traditions and training and are therefore quite likely to support the principal, 
especially if she is the local Superior. But on the other hand while Sisters 
are more likely to support a principal of their own order, the lay teachers in 
single-order schools can feel excluded, can feel, as many did in this study, 
that all, or most of the policy decisions were made in the convent and simply 
handed down to lay staff, so it is not surprising that their perceptions of 
the principal are less favourable than those of the Sisters.
There is also a third factor. The principal in a multi-order school 
takes on her task without the religious staff having allegiance to a common 
congregation, with its own traditions and training, and on the face of it, such 
a principal has a more difficult role in mobilizing support from different 
groups of Sisters, with very different traditions, training and commitments to 
education. In one school for instance, there were Irish, Dutch, American as 
well as Australian Sisters; in the same school there were congregations, whose 
main apostolate was social work and not education; and this affects Sisters' 
attitudes considerably. This variety makes for richness and for openness, but
it does put serious demands on the principal. In the multi-order school, these 
demands on the principal are made all the more difficult by the fact, that the 
principal not only has no say in the selection of religious personnel, but she 
does not even know them personally, or know their qualifications, as she would 
in a single-order school. It is nt least possible . that some Provincials 
appoint Sisters to multi-order schools, because they can well be spared in order 
-owned schools in other dioceses. The precariousness of religious staffing was 
mentioned by all principals of the multi-order schools as their most serious 
problem.
Hulti-order schools, however, because they are not bound to the educat­
ional style of any particular order, and not hampered by its traditions and 
sometimes outworn customs, are potentially more open to new ideas of administra­
tion and discipline. Lay staff certainly find them more open, and they are more 
favourably disposed to them. In Table 8.6 below the rank order of the four 
groups is shown. In this table the comparisons are with the grand total, and 
not with the sub group total as in Table 8.5 above. Table 8.5 shows that the 
group most satisfied with the principal are the lay teachers in the multi-order 
schools, and the group least satisfied are the religious Sisters in the same 
schools.
Table 8.6
Comparison of Multi-Order, Single-Order, Lay and Religious 
Staff Perceptions of Principal : Mieans, Standard Deviations,
Modified Standard Scores and Rank Order
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Number of 
Observat ions
Combined Scales 
on Principal (17 items)
Mod if ied 
Standard 
Score
Rank
Mean S.D.
Total Staff 223 27.86 10.0
Multi-Order Lay 36 26.05 9.3 +18 1
Single-Order Lay 73 28.05 11.2 -2 3
Multi-Order 
Religious
55 30.20 12.5 -23 U
Single-Order 
Religious
59 26.52 9.5 +13 2
The results of the combined scales on the Principal printed in Table 8.6 
above revea? the quite important fact that multi-order schools appear to be a 
better way of using lay teachers. As a way of showing the effect of the move 
from single-order organisation to multi-order organization, I have presented the 
modified standard scores from Table 8.6 above, in a format which allows the 
differences to be seen at a glance. This revised form of the table is presented 
below in Table 8.7.
Differences between Scores on the Principal for Lay 
and Religious Staff by School Organization:
Modified Standard Scores
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Table 8.7
Staff Single-Order Multi-Order Multi-Order— Single 0.
Lay - 2 18 +20
Religious 13 -23 -36
Religious —  Lay +15 -41
An examination of the first row in Table 8.7 above reveals the fact, that the 
move from single-order to multi-order schools, results in a positive response 
from lay staff, +20; an examination of the second row, however, reveals the 
fact that the move to multi-order schools results in a negative response from 
religiou staff, - 36. An examination of the first column of the scale shows 
that religious staff within single-order schools are more favourable to their 
principals than are lay staff, +15, while column two shows that religious 
within multi-order schools are considerably less favourable than lay staff 
with a score of -41. This has important policy implications, which are taken 
up in the final chapter.
Finally if the examination of staff perceptions of the principal is 
taken a step further, into individual schools, it is possible to sketch a 
profile of each school on the principal, but the vastly differing ways in 
which the two groups (lay and religious) perceive the principal make one 
somewhat sceptical of settling for a composite score for any particular staff. 
In three cases, both lay and religious staffs are above the mean: St. Mary's^ 
Sion Convent, St. Margaret's; in one school both groups are below the mean: 
Trinity College. In the other five schools, the lay and religious staff 
perceptions of the principal are diametrically opposed. In Table 8.8 are 
recorded the scores for the religious and lay staff and for the total in each 
school on the combined scales on the Principal. In this table scores for the 
Religious are made in comparison with the total score for Religious , the 
scores for lay staff, with tho total scorc for ley «toff.
Lay and 'tel igious Staff cores on Combined Principal
Scales by jchools : 1 od if led Standard Scoros
Organisation School Religious
l^llA
Lay 
Wl 09
Combined Principal 
(17 items) 
Religious Lay
Scales
Total
Single
Order
Sydney Private 
Mtchell Hall 8 15 V'2
C
M
C
M1 +19
Cavan Park 16 11 -85 + 4 -44
Sydney Regional
St* Gary's 9 15 +56 +7 +26
Sion Convent 14 21 +83 +47 +69
Chisholm Ki^h 14 10 +  6 -147 -59
hulti
Order
A.C.T. Regional 
All Hallows 10 15 - 9 +65 +37
Trinity College 13 12 -87 -65 i -j O
'
P.S.w. Regional
St* 1 arparet's 22 s +31 +32 +31
Ca^nion Hinrh 10 3 -58 +25 -49
Table 3*8 above reveals a number of interestin'? points, only three of 
which are relevant here. In the first place, multi-order organization does 
make a marked difference to religious staff* Religious staff in four of the 
five single-order schools are favourable in t>"sir perceptions of the principal, 
and in only one of the four multi-order schools is the religious staff favour*» 
able. Ironically the Sister who received the highest score for any lay stfcff, 
(the All H«l. low's principal) is below the mean for the religious Sisters in her 
multi-order school* for the multi-order schools, three out of four principals 
are below the mean in the perceptions of the religious staff* This relationship 
between high and low scores on the Principal and Multi-Order/Single-Order 
organization is well summed up in a simple table» Table 3*9 below, where the 
plus and ninus signs indicate that the score is above or below the mean*
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Religious Staff Scores on the Principal by 
School Organization : Relation to the Mean
Tablo 8.9
Religious Staff + -
Single Order Schools 4 1
Multi-Order Schools 1 3
Table 8.9 above only substantiates, within individual schools, the evidence 
presented in Table 8.7 above, that the move from single-order to multi-order 
organization has left religious Sisters generally less favourably disposed to 
the Sister principal. This finding substantiates my own original impressions 
of multi-order schools, and the special difficulty faced by the principal in 
mobilizing support from congregations with different traditions and commitments 
to education. Before turning to the other dimensions on school climate, where 
the move to multi-order organization has not been so unsatisfactory for 
religious Sisters, there are a few points that need to be made about principals 
generally, in view of the results recorded.
Undoubtedly the personality of the principal has something to do with 
the staff's perceptions of her, but very often, other factors intervene and no 
amount of charismatic power on the principal's part could save the situation.
In one case, for instance, t^e principal had inherited a run-down school where 
morale was low and academic standards poor. In another school, the congregation 
had a definite policy which opposed the employment of lay staff altogether, 
partly on financial grounds, partly on religious grounds. The rapid expansion 
of school enrolments, the decline in vocations to the religious congregation 
changed the situation so dramatically that in two years the ratio of lay 
staff increased from 10/4 to 50%, but the congregation's policies and attitudes 
to lay staff did not keep pace with these demographic changes. In yet another 
school, the Sisters were so seriously overworked that they resented the 
principal, and consequently their morale was low and so was that of the 
students. In this case, because of the particular definition of the Superior 
and principal's roles within the congregation, the principal had responsibility 
but no authority. The principal is still undoubtedly the key figure in staff 
and student morale, as Halpin suggested, but there are very definite limitations 
in practice on what she can do.
Comparison of lay and religious staff on M o r a l e ,
Public Relations and Goal C o n s e n s u s .
Jhile lay staff generally are more favourably disposed than religious 
staff on the Principal scales, this is not the case on the Morale, Public 
Relations and "oal Consensus scales. On all of these scales the religious
staff generally are more favourable, as Table 8.10 below shows. If the diff­
erent staff groups are divided into multi-order and single-order organization, 
lay staff in multi-order schools on all three scales are considerably more 
favourable than are lay staff in single-order schools: the differences between 
religious on these three important scales are minimal as Table 8.11 shows, 
finally, if comparisons of each group (lay/religious etc.) are made with the 
total mean as in Table 8.12, school organization does appear to be making an 
important difference. In the multi-order schools the perceptions of Morale by 
lay and religious staff are exactly the same and very favourable; in
the single-order schools, however, the differences between lay and religious 
staffs are very marked indeed, the lay staff being very much less favourable, 
probably for some of the reasons already given. In the other two scales,
Public Relations and Goal Consensus, school organization does not appear to 
be making the difference, that it does in Morale; lay staff members in multi­
order schools are still considerably lower on these two scales than are the 
religious staff. In Table 8.10 below are included the scores on Morale, Public 
Relations and Goal Consensus for the total religious staff and total lay staff, 
and then in Table 8.11 there is a comparison across types of school to show 
what difference school organization might be making. Finally.in Table 8.12 
there is a comparison of each group with the total mean
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Table 8.10
Comparison of Lay and Religious Staff Perceptions of Morale, 
Public Relations and Goal Consensus : Modified Standard Scores
Scales
Total Lay Staff 
N-109
Total Religious Staff 
N-114
Morale (7 items) - 18 ♦ 17
Public Relations (8 items) - 17 ♦  17
Goal Consensus (6 items) - 20 + 19
Table 8.10 above suggests that Religious staff are considerably more 
favourable to their schools than are the lay staffs on the three scales 
Morale, Public Relations and Goal Consensus. If these were simple random 
samples the differences between the two groups would be significant at the \% 
level. Morale and Public Relations are the two main scales on Staff Morale, 
and in much of the subsequent discussion the two scales are combined; Goal 
Consensus is retained as a separate scale, as it belongs in the four scales 
describing the prin c i p a l’s behaviour. In Table 8.11 below the comparisons 
revealed in Table 8.10 above are taken a step further to include school 
organization.
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Table 3*11
Comparison of Lay and Religious Jtaff Perceptions of Morale, 
Public Relations, Goal Consensus by School Organization : 
Modified Standard Scores.
Scales formed 
from Staff Climate 
Quest ionnaire
Lay Staff
i.'!«109
Religious Staff 
N=»113
Multi-Order Single-Order Multi-Order Single-Order 
n«=36 W«73 N»55 i'J»59
Morale 
(7 items)
Public Relations 
(8 items)
Goal Consensus 
(6 items)
+ 36 
+ 20 
+ 12
- 18
- 46 -  1
-  2
+ 1
Table 8.11 above is meant to be read as a comparison within groups: lay staff 
and religious staff. This table shows quite conclusively, that lay staff in 
multi-order schools, in comparison to lay staff generally, are extremely well 
satisfied on all three scales: +36, +20, +12 but that lay staff in single­
order schools are extremely dissatisfied in comparison to lay staff generally, 
with scores of -18, -46, -6. The comparisons between religious groupsjhowever 
are less sharp and the differences negligible on all three scales. So organiz­
ation is apparently not making the difference to religious s t a f f’s perceptions 
of Morale, Public Relations and Soal Consensus, that it is to lay s t a f f’s 
perceptions of the same scales.
Uhen means of sub groups are compared with the grand total mean, it 
will be obvious that the religious and lay staff scores of the multi-order 
schools are equal and considerably higher in Morale than the lay staff in 
single-order schools. In Table 8.11 above it appears as if the lay staff 
multi-order with a score of +36, is considerably higher than the religious in 
either group, which scores +2 and -2 respectively. The reason for this is 
that comparisons in Table 8.11 are made with the mean for the sub group (lay 
and religious staff), and not with the total mean. In Table 8.12 below, there 
is a comparison with the total mean for the three scales^ Morale, Public 
Relations and Goal Consensus. Beside the column containing the modified 
standard scores the rank order for each group has been included.
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Table 8.12
Comparison of Multi-Order, Single-Order, Lay and Religious Staff
Scores on Morale , Public Relations 
Standard Scores and
and C-odl Consensus: 
Rank Order
Modified
Staff Groups
Modified Standard Scores
Morale Public Relations Goal Consensus
N (7 items) (8 items) (6 items)
Multi-Order Lay 36 + 19 (1) + 1 (3) - 7 (3)
Single-Order Lay 73 - 35 (4) -26 (4) - 25(4)
Multi-Order Religious 55 + 19 (1) +16 (2) + 18(2)
Single-Crder Religious 59 + 14 (3) +18 (1) + 18(1)
Table 8.12 above reveals a number of significant points. In the first 
place, religious staff in both single-order and multi-order schools are 
positive on all three scales, and the differences between the two groups of 
religious staff are marginal. This situation is in sharp contrast to the 
differences between the scores of religious staff on the scales on the Principal 
in th e single-order and multi-order schools, recorded in Tables 8.7 and 8.9 
above. In the second place, single-order lay staff are negative on all scales 
here, as they were on the scales on the principal, (Table 8.6) and in the three 
scales above they are ranked fourth on each; and on every scale their scores 
are considerably below those of lay staff in multi-order schools. This group 
of single order lay staff is now the largest group (i!*»73) and is consistently 
the least satisfied on these (and all other scales whose results have not been 
reported for reasons of space). This situation undoubtedly reflects some of the 
tensions I have already indicated about lay teachers occupying positions in 
single-order schools, where staff policy is more likely to be decided within the 
Convert than it is in multi-order schools, where more than one Convent is in­
volved in the school, finally the very high scores of both multi-order groups 
on Morale, +19 for religious and lay staff, suggests that the move to multi­
order organization may well be in the interests of greater staff morale, not 
only for lay staff but also for religious.
The differences made to each group by the move from single-order to 
multi-order organization are revealed in the following table, Table 8.13. This 
table reveals quite convincingly that the move to multi-order organization has 
been uniformly for the better in the case of lay staff on each of the three 
scales: +54 in i orale, +27 in Public Relations and +18 in Goal Consensus. It 
also reveals the point, just made in the paragraph above, that the differences 
for religious staff are minimal. Actually on the Morale scale, there is an 
improvement in the morale of religious Sisters in multi-order schools and on the
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important scale of Goal Consensus there is no difference whatever; only on the 
Public Relations scale is there a less favourable response, but the difference 
is marginal: - 2 .  It also reveals the fact that within single order scales, 
religious are still uniformly more satisfied than lay staff (+49, +44, +43), 
but that within multi-order schools, the differences between the two staffs 
are less important than they were on the scales on the principal. On Morale 
there is no difference; on the other two scales the responses are divided, 
religious staff being more favourable on Goal Consensus (+25), while lay staff 
in multi-order schools are more favourable on the Public Relations scale. These 
differences are summed up in Table 8.13 below.
Table 8.13
Differences between 3ingle-0rder, Multi-Order, Lay and 
Religious Jtaffs on Morale, Public Relations and Goal Consensus:
Modified Standard Scores.
Scale Single-Order Multi-Order Mult i-0rder— S ingle-Ord<
Morale
Lay -35 +19 +54
Religious +14 +19 + 5
Religious _  Lay +49 0
Public Relations
Lay -26 + 1 +27
Religious +18 +16 - 2
Religious —  Lay +44 -15
Goal Consensus
Lay -25 - 7 +18
Ivel igious 18 18 0
Religious —  Lay +43 +25
One noteworthy feature of Table 8.13 above, not already mentioned, is
the favourable response from religious staff on Goal Consensus in both types of 
school : single-order and multi-order. This is the only scale, where Religious 
-Lay scores are positive in both tyoes of schools : +43, +25. On the Morale 
scale the differences between lay and religious within single-order and multi­
order schools are +49 and 0 respectively; in Public Relations the differences
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aro +44 and -15 respectively. This means that religious Sisters, irrespective 
of the tyoe of school in which they teach, arc consistently more satisfied than 
lay staff that the religious goals of the school arc being understood, accepted 
and acted upon. In view of the previous discussion of Student Ideal and /.ctual 
~oals in Chapter 7, it is at least possible that religious staff exaggerate 
both the importance and tho actual implementation of religious goals in the 
school. The high priority religious Sisters assign to Religious Education 
^oals, evident in Chapter 7, and tho high degree of "satisfact ion" with Goal 
Consensus in comparison with that of lay staff, do suggest that this is an area 
of school life which would benefit from critical examination. The student 
responses to these questions on Goal Consensus, recorded below in Table 8.13, 
add further evidence that there is a need for critical evaluation of religious 
goals: their moaning for lay staff and students, some practical ways of 
implementing them and the criteria for their success.
Comparison of lay and religious staff on Christian Doctrine Teaching
The final scale to bo considered is that on Christian Doctrine Teaching - 
a three item scale, which has boon loft in a category of its own in Table 8.1 
above. In Part IV of the study in tho correlation analyses linking the various 
dimensions on staff climate, it will be obvious that the Christian Doctrine 
Teaching Scale is d e a r l y  linked both to the scalos on the principal and on the 
staff. As already indicated, in Tables 8.2 and 8.3, this is the least 
satisfactory clement of the school for the staff, and this is the only scale 
when the religious Sisters in evory school are less satisfied than aro the lay 
staff. In Tablo 8.14 below aro recorded the modified standard scores on 
Christian Doctrine Teaching for the two groups of staff; the results for 
individual schools on this scale and on all other scales arc included in 
Appendix 4.
Table 8.14
Comparison of Lay and Religious Staff on Christian Doctrine 
Teaching Scale : iodified Standard Scores
Scale Religious Staff Lay Staff
Christian Doctrine Teaching
(3 items) - 40 + 38
Tho possible reasons for lay staff "satisfaction?* with Christian Doctrine 
Teaching have already been indicated; in the followin'7 table, Table 8.15>thore 
is a comparison of lay and religious staff perceptions of Christian Doctrine 
teaching, to discover what differences school organization might be making. In 
Tablo 8.15 the modified standard scores are calculated in relation to the total 
me an.
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Comparisons of Single-Order, Multi-Order, Lay and Religious 
Staff Perceptions of Christian ' octrine Teaching Scale: 
lodified Standard Scores and Rank Order *
Table 8.15
Staff "rouo
Christian Doctrine Teaching 
___________ (3 items)____________
Modified Standard Scores
M u 11 i-0rd e r Lay 36 + 59 (1)
Single-Order Lay 73 + 29 (2)
Multi-Order Religious 55 - 35 (3)
Single-Order Religious 59 - 45 (4)
* Rank order is included in brackets after each score.
Table 8.15 above reveals quite clearly that lay teachers in both types 
of school are more favourable on the Christian Doctrine Teaching scale • 
probably for the reasosns already given, that only four or five lay teachers are 
actually involved in Christian Doctrine teaching at secondary level, and hence 
they tend not to be aware of its soecial difficulties. The effect of the move 
to multi-order schools is seen in Table 8.15 below. As in other tables of this 
kind, already recorded in the chapter, Tables 8.7 and 8.12 for instance, the 
contents of the table are substantially the same as those in the table immediate- 
ly preceding, but presented in this form to highlight differences in perceptions 
important for the study generally, such as the change from single-order to 
multi-order organization.
Table 8.16
Differences on Scores on Christian Doctrine Teaching for
Lay and Religious Staff : Modified Standard Scores
Staff Single-Order Mult i-Order Multi-Order —  Jingle-Order
Lay + 29 + 59 + 40
Religious - 45 - 35 + 10
Religious —  Lay - 74 - 104
Table 8.1C above reveals the fairly consistent result already recorded 
in Table 8.7 and Table 8.12, that the move from single-order to multi-order 
organization is generally favoured by lay-staff; in this case the difference 
between the two lay groups is +40. The move to multi-order organization,howeve£ 
has also been favoured by religious staff, the difference between the two groups 
being + 10. A n  examination of the final row of the table reveals that the 
difference between lay and religious groups within each type of school is
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negative in both cases, and that the difference within the multi-order staff 
groups is greater than between the single order groups: - 104 in comparison 
with - 74. In both cases however the differences are considerable* This is 
the only occasion on which single^order religious staff have not been more 
favourable than lay staff *• and this fact more than any other indicates some­
thing of the very real problems that Christian Doctrine teaching presents now
for religious Sisters, 
i
This scale on Christian Doctrine needs to be treated with great caution 
because of its comparative statistical inadequacy. It has only three items 
and a reliability coefficient of 0.64 (Cronbach .alpha). Despite these reserv­
ations, there are at least some indications that the student opposition to 
Christian Doctrine mentioned in the Introduction, and the general uncertainty 
about the status of Christian Doctrine generally mentioned in Chapter 5, are 
affecting the religious staff in Catholic schools. The responses of students 
on Christian Doctrine Teaching recorded in Table 8.20 below, may also be 
affecting religious Sisters.
There are a number of other relationships which could be explored, but 
there is a limit to the space that can be given to staff data. It will be 
noticed that I have made no attempt here to record the effects of school S.E.S. 
on staff, for the simple reason that an inspection of the scores for the 
various groups of schools (Sydney Private, A.C.T. Regional etc.) and then for 
individual schools, reveals the fact that school S.E.S. is apparently making 
no difference to the way the staff perceive the schools. Staff in high S.E.S. 
schools are just as likely to be favourable as staff in low S.E.S. schools 
and this holds true in multi-order and single-order schools. The evidence for 
this statement can be found in Appendix 4 where there is a complete account of 
the means for the total, for lay and religious staff in each school on the 
various scales measuring staff climate.
Comparison of Items and Scales Common to Staff and Students.
Students and staff have obviously different expectations and percept­
ions of the school. In Chapter 7, the comparisons between staff and students* 
ideal goals in education showed something of the vast differences in expect­
ations. An examination of the various items and scales common to student and 
staff on the climate questionnaires shows quite clearly that they perceive the 
schools differently. In Table 8.17 below are recorded the positive responses * 
of both staff and students on a number of important common items. The items 
are put in some sort of order, first are those items where staff and students
* Positive responses mean responses of 1: Certainly True and 2: Probably True.
are observing their school generally: its academic standing and its contribut­
ion to Australian life today. On these two items, the positive responses from 
both groups are remarkably high, and the students are not much less favourable 
than staff: the average oositive response of staff for the two items is 87%, 
for the students, 81/o.
Table 8.17
Comparisons between Staff and Students in Mine Schools
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in Perceptions of Schools Generally : Percentages
Item
i‘To.
Items Common to Staff and Student 
Questionnaires
Positive
Staff
;’=223
/0
Responses
Students
L']«=»560
%
1 This school has a high academic standing 
in the local community. 90 87
37
(71)**
This school is making a worthwhile 
contribution to Australian life today. 85 75
** Humber in brackets indicates the number of the item on Staff Questionnaire. 
The next group of items to be compared are those on the principal and
staff generally and on these items, the students are considerably less favour* 
able than are the staff. On the two items on the principal, the average 
positive response is 62%. On the two items on staff and staff qualifications 
generally, the average positive response from staff is 85/»; from students it 
is ol%. These four items are recorded below in Table 8.18. These results 
reflect the quite common experience that self perceptions tend to have a halo 
effect. (Table 8.18 is overleaf.)
The third group of items to be compared include the items on school 
goals. Students generally are less certain that there is a well defined goals 
policy in the school, or that lay staff accept and understand the religious 
goals. VJith regard to the acceptance of religious goals by themselves and by 
their parents^student responses are slightly more positive than those of the 
staff. This latter case indicates again that self-perceptions tend to be 
favourable.
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Table 8.18
Comparisons between Staff and Students in Wine 
Schools on Perceptions of Principal and Staff : Percentages
Item
No.
Items common to Staff and Student 
Quest ionnaires
Positive
Staff
N-223
Pvesponses
Students
N-560
Items on Principal % %
4 The principal is a good leader in the 
school community. 83 69
20 The principal gives the impression that 
she understands p e o p l e’s problems 
(parents, staff^ students) .
Items on Staff
77 57
9 Teachers here have a professional 
attitude towards teaching as a career. 84 54
11 Teachers here are well qualified for the 
subjects and have the necessary teaching 
s k i l l s . 85 68
Table 8.19
Comparisons between Staff and Students in Nine Schools
on Perceptions of Goal Policies : Percentages
Item
No.
Items common to Staff and Student 
Questionnaires
Pos it ive
Staff
N-223
Responses
Students
N-560
25 In this school there is a well defined 
policy concerning school goals and the 
means of implementing these goals.
/.
67
%
52
21 The religious goals of the school are 
well understood and sympathetically 
received by the lay teachers in this 
s c h o o l . 77 61
29 For the most part the senior pupils in 
this school understand and accept the 
religious goals of the school. 64 67
15 for the most part the parents of senior 
pupils accept the religious goals of the 
school . 53 53
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Finally; comparisons are made on a number of items which are of central 
importance to this study generally, and to the status of sixth-form students in 
their schools. These items include attitudes toward Christian Doctrine Teach­
ing in the school, the giving of personal freedom to sixth-form students and 
the senior girls* personal psychological needs: to be known and to receive 
counselling help in personal problems. The results of these comparisons on 
the Christian Doctrine items are particularly interesting, in view of the 
discussion of staff attitudes to Christian Doctrine teaching, in the previous 
section of this chapter. Despite the generally unfavourable picture of 
Christian Doctrine presented there, teaching staff generally are twice as con­
vinced as are the students that Christian Doctrine classes are "appreciated" 
by the students. On the questions of personal freedom, students, expectably 
enough, receive less than they think desirable. On these items, and on the 
item about their being known by staff, they are about one third as likely to 
give a favourable response as arc the staff. On the question of counselling 
help both students and staff indicate a fairly unfavourable response; only 
43% of staff and 33A of students say that adequate counselling help is avail­
able. The similarity of staff and student response might well suggest that 
this is an area of school life that needs more careful examination. Many 
theorists in education would hold that the school should not have to provide 
counselling help, Katz (1972) for instance. The notion of "pastoral care", 
however, has always been one that is central to the idea of the Catholic school 
and if these results indicate a definite failure in this regard, both Directors 
of Catholic education and staff in the schools ought to be aware of it. The 
results of these comparisons are presented overleaf in Table 8.20.
To sum up the data so far presented, one could say that when students 
are judging their schools generally, they are just as likely to be favourable 
as arc the staff. But in matters that concern them personally - freedom, 
being known as individuals, appreciation of Christian Doctrine, counselling 
help, they are very critical indeed. In their general perceptions of the 
principal and of staff, they are consistently less favourable than the staff 
again as one would oxpect,given their different experiences and demands on 
the schools.
Comparisons between Staff and Students in Nine Schools 
on Perceptions of Christian Doctrine Teaching and Personal Freedom
for Seniors : Percentages
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Tabic 3.20
Item
rio.
Items common to Staff and Student 
Quest ionnairos
Positive Responses
Staff
i!=223
Students
N=550
26
(36)
Sixth-formers hore are probably loss 
appreciative of their Christian 
Doctrine classes than of their other 
c l a s s e s . 32 68
5 In moral training for sixth-formors 
the school tends to put too much 
emphasis on external rules and not 
enough on free choices and personal 
decision making. 17 50
33
(55) Sixth formers hero do not get enough 
real freedom. 17 53
19 The teachers really do not know the sixth 
formers as individuals. 18 55
34
(58)
Adequate counselling help is available 
to tho girls in this school. 43 33
The scales formed from common staff and student items
The 37 items common to both staff and students were analysed in the 
way described in Chapter 6, and three main scales formed. As in the Ideal 
Goals scales, thore is a remarkable similarity as to what Items constitute 
each scale for staff and students. The actual items and first principal 
component weights in each scale are included in Appendix 4; the results of 
the factor analyses arc recorded below in Table 8.21. These scales common to 
both staff and students are obviously more limited than the scales already 
discussed in the earlier section of this chapter on staff data. There are 
many aspects of staff behaviour that can have no possible relevance for 
students, and on which they could not legitimately express an opinion. Howevei* 
it is obvious from the items above, that there are some items of staff 
behaviour that students do perceive, and on which their opinions are of
interest. Those common scales are not meant to replace tho scales on staff 
data already discussed, but to complement them. To avoid confusion with tho
scales on the principal and morale already discussed, these scales arc referred
to as Principal (common), 1 orale (common), Supports (common). The results of
the factor analyses of tho common scales aro given below in Tablo 8.21.
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Results of ■’actor Analyses of School Climate 
Scales Common to Staff and Students
Table 8.21
Wo. of first Latent 
Items Root
Reliability amount of 
Variance 
Accounted 
for
Principal (Common)
Staf f 8 4.23 .87 53/.
Students 8 4.35 .88 54/C
Morale (Common)
Staff 10 3.37 .78 34%
Students 10 3.44 .79 35/»
Supports (Common)
Staff 5 1.78 .58 36%
Students 5 1.77 .58 36%
In Table 8 .22 below are included the means and standard deviations for
staff and students on the throe main common scalos; fuller details of these
common scales aro included in Appendix 4.
Table 8.22
Comparison of Staff and Student Scores on Common Scales:
Moans and Averages per Item.
Mo. of Staff Students 
Items ii**223 r:«550 
Moan I* can
Staff Students
Average per item
Principal (Common) 8 15.61 19.38 1.83 2.42
Morale (Common) 10 19.43 25.25 1.94 2.53
Supports (Common) 6 13.50 15.88 2.25 2.65
It is difficult to compare these two sots of scores adequately. The 
students are much more unfavourable on all scalos than are the staff, and 
possibly the best way of measuring tho differences between them is to give the 
modified standard scoros. If the staff mean is taken as zoro on tho Principal 
and Morale scales, then tho modified student scoros are - 78, and -107 respect­
ively. it is not surprising of course that students* perceptions of the 
principal and of morale aro so different, given their different a g o s , experience 
and cxpectations. A n  examination of the final two columns in Table 8.22 above 
reveals that, while the staff responses on tho common scalos aro generally
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positive, that is, near to 2, the student responses are nearer to the neutral 
or uncertain response of 3. Later in the chapter I intend to return to the 
discussion of the student Morale scale, but for the present I want to turn to 
the items on the student Climate Questionnaire, which were given to students 
only and not to s t a f f .
Items Special to Students on Climate Questionnaire
The 16 items special to students contained items on enjoyment of school, 
perceptions of parental interest and aspirations, attitudes to tho external 
examination system, and to their own s c h o o l’s examination and discipline 
policies. Uhat I propose to do hero is to indicate briefly something of the 
positive results on individual items, then to make some general comments on 
these and simply to indicate the scales formed from these items. i\s before^ 
the items are presented in some sort of order, first there is a sot of items 
on the enjoyment of school, which indicate a fairly high degree of enjoyment of 
English and History classes, but a very moderate degree of enjoyment of Science 
and Christian Doctrine classes. The recurring uncertainty and dissatisfaction 
with Christian Doctrine are again manifest; the comparative lack of enjoyment 
of Science may well have to do with Convent High S c h o o l s’ reluctance, at least 
in the past, to specialize in Science, a point already mentioned in Chapter 2. 
The results are recorded below in Table 8.23.
Table 8.23
Students' Enjoyment of U x t h  form Subjects : Percentages
Item Items Special to Student
Climate Questionnaire i>Jw560
Positive Responses
On the whole I have enjoyed 
sixth-form classes in
47 : English 82
53 : history 71
50 : Science 55
21 : Christian Doctrine 53
The next set of items refer to students* perceptions of their parents* 
interest and aspirations. On the whole, students consider that their parents 
are interested in their school work, pleased with their progress and generally 
have high aspirations for them, expecting them to be able students and to 
continue with tertiary study. Comparatively few students consider that their 
parents expoct them to perform better than they aro actually performing. Tho 
results on those items are recorded below in Table 8.24.
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Students * Perceptions of Parental Interest and 
Aspirations : Percentages
Tablo 8.24
Item
Mo.
Items Special to Student Goals
Questionnaire d=560
Positive Response
/o
43 M y  parents are really interested in my school work. 92
44 M y  parents expect me to bo a very able student. 82
49 M y  parents want me to go on with tertiary study if 
I am capable of it. 76
45 On tho whole, my parents oxpect me to be a more ablo 
student than I am. 42
Finally there is a group of items on examinations. The students reveal 
quite clearly that they arc critical of the effect of the public examination 
system on their education generally - despite the high importance they assign 
to tho Examination achievement goal - recorded in Chapter 7. Students generally 
arc sceptical of the value of public examination results as a criterion either 
for judging a school or for selecting for tertiary education. These students, 
of course, are probably at the time of their lives when they aro at thoir most 
critical of public examinations anyway, and this needs to bo taken into account 
when interpreting their results. There are a few items included on tho students? 
perceptions of the s c h o o l’s attitude to public examinations, and to foreshadow 
some results in Part IV, this scale ,_>chool Attitude to Public Examinations, is 
highly correlated both with Staff i'oral e and Student Morale scalos. This will 
be discussed in the formation of Model I in Chapter 11, tho model which attempts 
to graph the relationships between the various dimensions in the stu d e n t s’ word. 
Results of selected items on examinations are recorded below in Table 8.25.
Table 8.25
Student Perceptions of Public Examinations : Percentages
Item Items special to Student Climate Positive Response
Wo. Questionnaire N«*560 7»
39 The public examination system is a fair way
of selecting for tertiary education ... 23
41 Public examination results are a good guide
in deciding whether a school is a good school. 22
38 I think the public examination system is having 
a disastrous offeet on genuine education in
this state. 80
This then is a brief review of sore of tho main items special to 
students included in tho . School Climate Questionnaire. Though students* 
perceptions of the school, of staff and of tho principal, aro unfavourable in 
comparison with tho perceptions of tho staff, students generally seem to bo 
reasonably appreciative of their schools, and to enjoy school fairly woll. They 
seem also to have supportive parents, at least where their examination subjects 
arc concerned, and finally they seem to rcflect a fairly critical and sceptical 
attitude to the public exanination system; this attitude may bo healthy and 
indicative of higher values or it may simply reflect something of the weariness 
and anxiety that often afflict senior students in the months before their final 
examinations. T o m  isolated items like those recorded above, one must be 
cautious in making firm interpretations.
Those 15 items wore also analysed in tho way explained in Chapter 6, 
and I have simply recorded the various scalos formed from those items in Table 
3.26 below. Sufficient idea of the content of the items has already been 
recorded in Tables 8.22 - 8.23 abovo.
Table 8.26
List of Scales forced from Special Items on Student 
Climate Questionnaire
2U
Description of Scale 7o. of Items
J isc ipline 2
Enjoyment of School 4
Attitude to Christian Eoctrinc 2
Parental soirations 5
school attitude to Public Examinations 2
Student Attitude to Public Examinations 4
As these scales receive detailed attention at Stage II of the rata Analys is,
I intend to leave further discussion of them until then.
Effect of Structural Variables on student Perceptions of School
Parental S.E.S.
In Chapter 7, it was obvious that parental S.E.S. was making a marked
difference to the students* goal satisfaction scores. The higher the parental 
J.E.S. background, the more dissatisfied wore the students with their schools; 
the lower the S.E.S. parental background, tho more satisfied were tho students. 
Tho same phenomenon is happening in tho students* perceptions of thoir school, 
measured by the scales discussed in this chapter. The morale scale is tho most
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important * of those scalos, and I intend to relate most of the discussion 
to this scale. A n  inspection of the Student Morale scale of the daughters of 
white collar workers reveals tho fact that those students are significantly 
lower than tho daughters of blue collar workers. The respective scores aro 
25.72 and 24.29 and if these were simple random samples tho difforoncos would 
be. significant at the 5% level.
It would be laborious and repetitive to record the various difforoncos 
on morale between students from high S.E.S. and low S.E.S. homes, what I 
propose to do therefore is to assume that students from high S.E.S. homes arc 
more unfavourable on Morale, and that students from low S.E.S. homes aro more 
favourable. Then I intend to examine briefly the high S.E.S. and low S.E.S. 
schools Morale scores and to show the vast differences between thorn, then to 
carry the analysis a stop further and to show tho effect of school organization 
and finally to show tho quite interesting contribution tho climate of a school 
appears to bo making to student morale.
The offoct of school S.E.S.
In Table S.27 below aro rocordod tho modified standard scores for the 
two groups of schools: "igh S.E.S. and Low S.E.S. This table shows quite 
clearly that the Sydney Private and A.C.T. Regional schools are considerably 
lower on student morale than arc the Low S.E.S. schools, Sydney Regional and 
H.S.U. Regional.
Table 8.27
Comparisons on Student l' oralo (10 item scale) between High 
S.E.S. Schools and Lo w  S.E.S. Schools : Modified Standard Scoros
Scale High S.E.S. Schools Low S.E.S. Schools
il*=261 i'«=299
Morale (10 items) - 35 + 30
If these comparisons in Tablo 8.27 above are takon a step further, it is 
possible to see tho effect of S.E.S. on school Organization. This is done 
in Table 8.28.
This statement that the Morale Scale is tho most important one is 
anticipating results recorded in Chapter 11.
Comparisons on Student Morale of Multi-Order, Single-Order 
Schools by S.E.S.: Modified Standard Scores
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Table 8.28
Scale H i gh S.E.S. Low S.E.S. Low S.E.S.—  High ^ • li* • D •
Single Order - 15 + 6 + 22
Multi Order - 38 + 76 +144
M u l t i - O r d e r — Single- 
Order - 52 + 70
Table 8.28 above reveals the fact that the . E • o . of the school makes
a difference within each type of orgnaization. High S.E.S>. schools are still
below the mean, whether they are single-order or multi-order in organization» 
(-16, -68), but that multi-order schools are more unfavourable. It also 
reveals the fact that the move from single-order to multi-order organization 
is very favourable for Low S.E.S. schools (+70) and very unfavourable for 
high S.E.S. schools, (-52). The effects of S.E.S. differences in single-order 
schools (+22) is considerably less than in multi-order schools (+144). These 
findings match perfectly those on Goal Satisfaction recorded at the end of 
Chapter 7.
These findings are interesting and possibly suggest further need for 
careful research. Because of the comparatively low number of schools in each 
cell, tho results need to bo treated with great caution, however. It is true 
that A.C.T. Regional schools aro consistently the lowest on all student scalos 
(Principal, Morale, Goal Satisfaction) and that the N.S.W. Regional schools are 
consistently tho highest on all student scales - though these results are not 
all recorded in the chapter. Howevor^I do not think these results are assoc­
iated with school organization. Possibly one could say that with the students 
of working class or poorly educated parents, multi-order organization, seems 
to ‘'work85, as it obviously does with the N.S.W. Regional Schools: Campion 
High and St. Margaret's. Wit h  the daughters of the better educated parents of 
the A.C.T., multi-order organization does not seem to be as successful, if 
these various scoros on Morale and Goal Satisfaction are any criterion.
However, from my own observation, and from the results of some yet 
unpublished research, I think one could say that A.C.T. students generally 
are less satisfied with their schools than comparable groups elsewhere, and 
that this applies to Government as well as to Catholic schools, to boys? as 
well as girls' schools. One would need to be very h e s itanttherefore, in 
attributing multi-order organization in Catholic girls' schools as the 
probable cause of A.C.T. Regional schools' general dissatisfaction - on
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practically every dimension measuring students* perceptions of and attitudes 
to their schools. Something about the atmosphere of Canberra generally may 
very well bo important in determining students* attitudes to their schools.
The final point to be considered is the possible independent contrib­
ution that schools may be making to the s t u d e n t’s morale score. As already 
indicated, students from whito collar homes, that is from homes where the 
father is in the professional, managerial or clerical occupation group, are 
consistently less favourable on the Morale scale than arc students from blue 
collar homes. What has also been indicated is that there is a fairly predict­
able ordor of satisfaction - whether with goals, or morale or the principal., 
and the order of satisfaction or favourable response is : 1* N.S.W. Regional, 
2, Sydney Regional, 3, Sydney Private and 4, A.C.T. Regional. What I propose 
to do here is to soe how the daughters of professionals react in the Low S.E.S. 
schools, and how the daughters of blue collar workers react in the High S.E.S. 
schools. The daughters of professionals generally are critical of their 
schools (where critical simply indicates that they are below the mean for tho 
total); the daughters of blue collar workers are generally satisfied with 
their schools. The interesting thing revealed in Tablo 8.29 below is that 
when the students move into predominantly High S.E.S. or Low S.E.S. schools, 
they take on something of the general morale of the school, irrespective of 
their home background. Professionals* daughters in the Low S.E.S. schools aro 
more favourable on the Morale scale than their schools generally - and their 
schools are generally very favourable. Blue collar workers* daughters however 
in the Sydney Private schools and A.C.T. Regional schools are considerably 
more unfavourable than daughters of blue collar workers generally. In the 
Sydney Private schools, the daughters of blue collar workers are considerably 
more unfavourable than the school generally or the daughters of the profession­
als. In Table 8.29 below are recorded the moan scores for the four groups of 
schools; for each group, and for the daughters of Professionals and Blue 
Collar VJorkors in each group of schools. Below the mean score in each case 
there is a plus or minus sign, which indicates the relation of the mean for 
the particular sub-group to the mean for the total. It is interesting to note, 
but not recorded on the table, that the rank order of schools is the same on 
all occasions - the rank order noted above.
The evidence reported in Tablo 8.29 below is nothing like convincing 
proof, but it does suggest that students may take on something of the general 
tone of their school.
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Table 8.29
The Effect of S.E.S. on Student Morale by Types of Schools : Means
Total
Mean F
Daughters of 
Profess ionals
M e a n  I'!
Daughters 
Collar F 
Moan
of Blue 
athers
N
Sydney Private 26.37 168 26.42 62 28.06 17
Relation to Moan - - -
A.C.T. Regional 29.88 93 30.65 17 29.56 18
Relation to M«an - - -
Sydney Regional 24.88 193 24.40 25 24.14 98
Relation to Mean + ♦ +
W.3.YJ. Regional 20.08 106 18.37 16 19.85 53
Relation to Mean + + ir
25.25 (560) 25.92 (120) 24.20 186
•f1
Throughout this chapter I have been concerned with four main points.
In the first place there was a discussion of tho Staff Climate Questionnaire, 
and the scales formed from it. Special attention was given to religious and 
lay staff, single-order and multi-order comparisons on the various scales. The 
most general finding was that multi-order organization appears to be a better 
way of using lay staff, and that while multi-order organization does pose some 
problems for the principal in mobilizing support from religious of different 
congregations, it appears to make comparatively little difference on the 
important goals of Morale and Goal Consensus.
The second point taken up was the comparison between staff and students* 
perceptions of the school on the 37 *terns common to both questionnaires, and 
as expected, the staff aro considerably more favourable - especially on items 
that concern themselves. The third point concerned students* perceptions of 
items special to their School Climate questionnaire; and the results here 
indicated a reasonably high degree of enjoyment of school in some subjects, a 
great amount of parental support, and a very sceptical attitude to the public 
examination system generally.
Finally^there was the discussion on the effects of structural variables 
on students* perceptions of the school. For purposes of brevity, I selected 
Student Morale and examined in turn the effect of Home S.E.S., School S.E.S. 
and School Organization and finally controlled for Home S.E.S. to show that 
possibly schools aro having an independent effect on the student morale.
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Chapter 9 
RELIGIOUS OUTCOMES OF THE STUDENTS
In the Introduction, I suggested that there were two m a i n  questions 
concerning the religious outcomes of sixth-form students;
(1) What are the actual religious outcomes of the sixth-form 
Catholic girls in the study?
(2) H oy/ far do the students’ understanding of doctrine, their 
religious practice and their religious values reflect the 
religious education goals of the schools?
This latter question ma y  be understood in at least two ways, depending on 
whether one is talking about the students or the staff's religious education 
goals of the schools.
In this chapter I propose to take up these two m a i n  questions, as 
well as the other questions suggested in the discussion of the Structural 
Aspect of Environment: What differences do Parental Religiosity, Parental 
and School S.E.S. and School Organisation make to the students' religious 
outcomes? I also intend to take up another question suggested in the 
Introduction: Are some schools ceasing to be religious schools? Put in a 
more positive way, the question seeks to get at the possible independent 
influence of the school on student religious outcomes. In Chapter 3, I 
spent,some time isolating the characteristics of the High and Low Religious 
Homes, and this previous analysis is meant to be a preliminary to the 
discussion in this chapter on the possible independent contribution of 
individual schools, answering such questions as: Do students from High 
Religious Homes alwayt; perform well, and the students from Low Religious 
Homes always perform less well in the nine schools of the study?
The chapter is divided into five m ain parts: (l) the details of the 
scales formed from the various items by the correlation methods explained in 
Chapter 6, with special reference to the Religious Values and Religious 
Practice scales; (2) the actual scores on the main items and scales;
(3 ) the correlation matrix of the main scales/variables to select the lcey 
variable; (4 ) the contribution of Parental Religiosity to student religious 
outcomes generally and the possible independent contributions of individual 
schools to religious outcomes. This discussion involves drawing fairly 
detailed profiles of individual schools on religious outcomes and this 
prepares for the final point; (5) the effect of School S.E.S. and School 
Organisation on students’ religious outcomes.
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The items discussed in this chapter include the 60 items from the 
Religious Outcomes Inventory, and six from the School Goals Questionnaire. 
The 60 items from the Religious Outcomes Inventory are the 32 items on 
religious understanding, 23 items on religious and moral values and five 
items on religious practice; actual examples of these items t/ere included 
in Chapter 5* The other six items discussed in this chapter are those on 
Integration between secular subjects and Christian Beliefs, and the five 
items on students' perceptions of the various influences on their religious 
developments the example and guidance of teachers, Christian Doctrine 
teaching at school, friends at school, some special priest or chaplain or 
a seminar leader, and the local Church.
The Scales Formed from the 60 Items on the Religious Outcomes Inventory.
As already indicated, separate correlation analyses were performed 
for the items on religious understanding, the religious and moral values and 
religious practice. From these correlation analyses, distinct scales were 
formed, and as before, the items and scales were checked by factor analysis 
and principal components analysis. The results of the factor analysis are 
included below in Table 9*1» The larger sample of 12 schools (N=768 ) is 
used in the original analyses of data, though later in the chapter, when 
actual results are given on individual items and scales, the results always 
refer to the nine schools of the main study (N=560).
Table 9»1
Results of Factor Analysis in Construction of Scales from 
Religious Outcomes Inventory.
Scales Formed from 
Religious Outcomes 
Inventory
No. of 
Items
First
Latent
Root
Reliability
Coefficient
Amount of Variance 
Accounted for
Post-Vatican Theology 13 3.9 .80 30$
Pre-Vatican Theology 13 4.5 .84 34/»
Religious Values 10 3.9 .83 3»
Religious Practice 5 2.5 •75 50$
Honesty 4 1.7 .56 42/»
Social Responsibility 2 - - -
Parental Religiosity 2
'
* The number of students given here as participating in the 
Religious Outcomes Inventory is 768, and not 772, as on 
the School Goals Questionnaire. The reason for this is that 
the four Buddhist students were exempted at the request of 
their headmistresses.
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As Table 9*1 above indicates, the first four scales are reasonably 
reliable and coherent, though the final three are mere indices, and need to 
be treated with great caution. The Parental Religiosity scale has already 
been discussed at length in Chapter 3, and is only included here because 
of its place in the inter-scale correlation matrix. There are, however, a 
number of features about the first four scales that deserve special comment. 
In the first place, there is the internal consistency betv/een the items on 
the Pre-Vatican and Post-Vatican scales. On 13 out of the 16 of the items 
in this section of the Inventory, students indicated that a preference for 
a Post-Vatican interpretation of the item was linked in their minds v/ith 
Post-Vatican interpretations of the other 12 items; similarly for the 
Pre-Vatican items. On the Post-Vatican scale, the first principal component 
weights range from 0.48 to 0.65 and on the Tte-Vatican scale from 0.48 to 
O.74. The full scales are not included for reasons of space.
The other two scales that deserve special comment are the Religious 
Values and the Religious Practice scales. The Religious Values scale, 
referred to above in Table 9*1» is a particularly important one for my 
purposes, and subsequent analysis will show that it is the key.variable on 
student religious outcomes. As already indicated in Chapter 5, care was 
taken in selecting the items on religious and moral values, to select some 
that involved free choice and some sense of the student’s personal 
commitment to Christ, as well as acceptance of the authority of the Church, 
and of orthodox moral positions, at the theoretical and practical level.
Ten of the 23 items on moral and religious values formed a coherent cluster, 
which is called Religious Values, and the interesting thing, from my point 
of view, is that the free choice items are among the key items; that is 
they enter the cluster first, or near the first on the linkage method of 
analysis explained in Chapter 6 or have the highest factor loadings on the 
first principal component weights as in Table 9 »2 below indicates quite 
clearly.
The second interesting fact, for my purposes, is that moral and 
religious values are so clearly linked for these Catholic students. In 
other words, for the Catholic girls in this study generally, their stance 
on moral issues like abortion and pre-marital sex, the responsibility of 
car drivers and the dangers of drug taking are associated with their 
specifically religious values such as the reality of Christ in their lives, 
their liking to take part in the Liturgy of the Mass, and their intention 
to base their lives on the teaching and example of Christ. Because this is 
a particularly important scale, I have recorded the first principal 
component weights of each item in Table 9*2 below. The items are included
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in the order in which they entered the cluster on the heirarchical linkage 
analysis, but an examination of the first principal component weights reveals 
a remarkable similarity in the ''ordering” of the importance of respective
items •
Table 9.2
Results of Principal Components Analysis of Religious Values Scale
Item
No.
Description of Item
First Principal 
Component Weight
13 I like to take an active part in the Liturgy 
of the Mass
• 76
22 As far as I can I intend to base m y  life on 
the teaching and example of Christ .71
14 Catholics should receive the sacraments 
regularly .73
2 Christ is a real person to me in daily life .65
-16 I would not go to Mass if free to stay 
away ... (reverse scored) .65
8 I think Catholics should go to Sunday Mass... .65
-19 I think several intercourse between engaged 
couples should be permissible.(reverse scored) .65
-12 Drugs are all right... (reverse scored) .49
-6 Abortion is all right if pregnancy is the 
result of rape (reverse scored) .44
11 Driving when unsteady after drink is morally 
wrong .42
Further discussion of this scale is left until the next part of the chapter, 
where scores on individual items and scales are presented.
The other scale to be discussed in detail is the Religious Practice 
scale, and my reasons for discussing it in some detail, are that in 
subsequent analysis,it also proves to be a central scale, and there are 
some significant features about the internal structure of the scale. The 
interesting and important point, for my purposes, is that the ’free choice" 
items of religious practice, namely Communion attendance and the practice 
of prayer, are the key items in the cluster. This can be seen quite easily 
in the principal component weights of the various religious practice items 
recorded below in Table 9*3. As before the items are recorded in the ordor 
in which they entered the cluster on the correlational analysis methods 
explained in Chapter 6. Some account of the actual format of these 
religious practice items has been given in Chapter 5«
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First Principal Component heights on Items on Religious Practice Scale.
Table 9*3
Item No. Items on Religious Practice
First Principal 
Component Weight
11.25 Reception of Holy Communion .83
11.28 Practice of Prayer • 73
11.24 Mass Attendance .72
11.25 Reception of Sacrament of Confession .72
11.27 Service to Others .51
Further discussion of items on this scale is left till the next section.
Actual Scores on Key Items and Scales Measuring Student Religious Outcomes.
In this section, there are two main parts, one giving students' 
positive responses on certain key items in each of the scales and another 
giving the actual mean scores for the scales and averages per.item within 
the scale. Besides the scales referred to in Table 9»1 above, the variable 
Integration has also been included, because, in subsequent analyses reported 
in Chapter 11, this is a key variable, linking the dimensions of the 
student's school environment with that of her wider, cultural, social and 
religious environment. In terms.of my discussion of the concept of 
religious education in.Chapter 4» this particular variable is of great 
theoretical importance, though, as it happens, it is not actually included 
on the Religious Outcomes Inventory.
Positive Responses of Students on Selected Items : Religious Outcomes.
The positive responses of students are presented in order. In the 
first place, there are the responses on items from the Post-Vatican and 
Pre-Vatican Theology scales. No attempt has been made here to write out 
the actual content of each item, since the point of the exercise is simply 
to indicate the general theological orientations of students. In Table 
9.4 below, are printed the positive responses on two sets of items, which 
proved to be the key items in the correlational analysis. Theso responses 
have to be understood in the light of the original format of the questions. 
As already indicated in Chapter 5, on 16 key doctrines of Christianity, 
two interpretations were given, one Post-Vatican and one Pre-Vatican, and 
students were asked to rate each item on a five point scale for its 
adequacy as an interpretation of the meaning of the particular doctrine.
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S t udents’ Positive Responses on Selected Items on Religious Understanding.
: Percentages.
Table 9 «4
Item No.*
Selected Items N=560
Positive Responses
1o
Item on Redemption
1.13 Post-Vatican Orientation 70
1.14 Pre-Vatican Orientation 30
Item on Sin
1.15 Pre-Vatican Orientation 45
1.16 Post-Vatican Orientation 83
* The Religious Outcomes Inventory is divided into three main 
parts, and 1.13 indicates that the item is item 13 in Part 1.
As Table 9*4 above indicates the orientations of the students 
generally are Post-Vatican, rather than Pre-Vatican. That is, students 
tend to understand the newer emphases in the Christian Church generally 
some of which were discussed in Chapter 4« It does seem somewhat 
surprising, however, to find between 30$ and ^Qf/o of students at sixth-forn 
level, giving the rather mechanical, or what the Notre Dame study would call 
the "nominalistic" interpretations of the key doctrines of Redemption and 
Sin.
The second set of items to be discussed, derive from the Religious 
Values scale, already given in full form in Table 9*2 above. The items 
included below in Table 9*5 are the free-choice religious value items; the 
positive responses indicate that students recorded either 1s Certainly True 
or 2s Probably True.
Table 9*5
Students' Positive Responses on Selected Items on Religious Values :
Percentages
~ ,T Positive Responses
Item No. selected Items N=560 ^
11.13 I like to take an active part in the 
Liturgy of the M a s s . 60
11.22 As far as I can I intend to base m y  life 
on the teaching and example of Christ. 72
11.2 Christ is a real person for me in m y  
daily life. 70
11.16 I would not go to Mass on Sundays if I 
were free to stay a w a y . .. 10
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The positive responses of students recorded above in Table 9*5 indicate a 
fairly high level of internalization, of what' I have called ,free choice 
religious values. Only 10$ of students indicate that they would not go to 
Mass, if they were really free to stay away, and a little over 70c/o indicate 
that Christ is a real person for them in their daily lives, and that they 
intend to base their lives on the teaching and example of Christ. On the 
question of active participation in the liturgy, the positive response is 
60fa* the neutral response of 28fo is greater on this item than on any 
other. These latter results indicate perhaps that on this item, Catholic 
schools could provide richer religious experiences of the liturgy, than 
they actually do. This is an aspect of religious education, in which the 
school could well play a key role, and from an examination of the responses 
on this item, within individual schools, it is obvious that some schools 
are significantly more successful than others, the positive responses 
ranging from 80$ to 40
Other items on the Religious Values scale include questions on 
moral values? the responsibility of car drivers, attitudes to drugs and 
abortion. Even though these items entered the Religious Values cluster 
late in the correlational analysis, that is, at the eight or ninth matrix, 
it is significant that for Catholic girls, moral and religious values are 
so closely connected. In Table 9 «6 below are recorded the positive 
responses on the three main moral items in the Religious Values scale.
Table 9*6
Students’ Positive Responses on Selected Items on Moral Values ; Percentages.
Item No. Selected Items N=560
Positive Response
1°
11.11 To drive a car when unsteady after drink 
is not only foolish, it is morally wrong. 82
11.12 Trying out drugs (e.g. Marihuana, Purple 
Hearts) is all right, so long as you 
don’t go too far 15
11.6 Abortion is all right if pregnancy is the 
result of rape. 22
There are a number of interesting points above the results of the 
moral value items recorded above in Table 9*6. The question of abortion 
is a very live issue at present in Australia,and while legalized abortion 
is becoming more acceptable in most States, there is no doubt whatever 
about the Church’s stand on this particular issue. An examination of the
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results of groups of schools on this item reveals one quite remarkable fact. 
The Sydney Private schools are much more likely to agree that,abortion is 
"all right" than is the sample as a whole. For Mitchell Hall, probably.the 
most financially elite of all the schools, twice as many students there, as 
in the sample generally, agree with the statement that "abortion is all 
right" s 45$; for Cavan Park the percentages is 28$. What is remarkable 
in this latter case, is that Cavan Park on every other item, has extremely 
high scores on religious outcomes, as subsequent analyses will show. One 
other High S.E.S. school, Trinity College is also well above the average:
27$. This means that three out of the four High S.E.S. schools are more 
likely, than the sample as a whole,to agree with abortion, and one cannot 
but remark on the pattern, and the possible association of this moral stance 
with a certain level of affluence. I discussed this item and other items 
in great detail with groups of sixth-form girls in the various schools, and 
I gained a very strong impression, that students were not aware of the 
differences between first.and second order moral principles, and made no 
distinction, for instance, between the morality of abortion and the morality 
of contraception. In some cases, I actually had the impression that students 
made no distinction between the moral law and Church law.
The next set of items concern religious practice. In these items, 
there is a possible 6 point response from Daily to Rarely or never. In the 
items on Mass and Communion attendance, the "positive" responses recorded 
are 1: Daily, or Several times.a week, and 2: At least on Sundays. In the 
case of the practice of prayer, the positive responses are 1: At least once 
or twice daily, and 2: Several times a week; often but not regularly* In 
Table 9*7 below, I have also included the extreme negative responses, which 
are 5: Occasionally and 6s Practically never.
Table 9>7
Students’ Positive and Negative Responses on Selected Items on
Religious Practice : Percentages.
Item
No.
Selected Items on Religion 
Practice Scale.
Positive
Response
$
Negative
Response
. $ .......
11.24 Mass attendance (apart from School.) 92 3
11.25 Reception of Communion (apart from 
School.)
60 14
11.28 Practice of private prayer (apart from 
school prayer and Sunday Mass.) 79
11
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The results of items recorded in Table 9*7 above reveal a fairly 
high level of religious practice. The relatively high Mass attendance,
92$, needs to be analysed in conjunction v/ith item 11*16 in Table 9*5 
above, where 10$ of students indicated that they would not go to Mass if 
they were really free to stay away* This suggests that at least a few 
students, 2$ are attending Mass out of some sense of parental or social 
pressure* In comparison v/ith research findings generally on religious 
practice, (Neuwien, 1966) these results are fairly expectable; they are 
higher than some of the principals anticipated. I should point out,.that 
there are wide differences between schools on the positive responses, 
ranging from 85$ in some schools to 96$ in others for Mass attendance, 
from 50$ to 74$ for Communion attendance,, and 59$ to 91$ in the practice 
of frequent prayer. It is noticeable too, that the same schools are 
consistently low on the various.religious practice items - and on the 
religious and moral value items, as will be obvious from subsequent 
discussion in this chapter.
The next set of items to be discussed are derived from the Honesty 
scale. In questions of clear principle, involving truth telling or respect 
for property, there is a high degree of acceptance of orthodox moral 
positions. In the more difficult application of principles to particular 
cases, the students reflect something of the general uncertainty of the 
community. Practically all students agree that truth telling and respect 
for property are fundamental to the stability of society (98$, 96fo) ; only 
3$ think "it is all right to steal small things (e.g. clothing from a 
department store)”. However in the matter of justice to one's employer, 
honesty on tax returns, and concern for the number of untruths people 
actually tell in daily life, students’ answers, expectably enough, reflect 
the ambiguity of the adult world. The results are recorded below in 
Table 9*8*
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Table 9 »8
Students' Positive Responses on Selected Items on Honesty Scale % Percentages
Item
No.
Selected Items from 
Honesty Scale
Positive Responses
11.1 A respect for truth is a fundamental 
element in the stability of any society.
98
11.17 I think it is morally wrong to take 
considerable time off from work without 
permission, even though your employer would 
not personally lose by your absence.
65
11.7 I think people are morally obliged to be 
accurate on their income tax returns. 62
11.10 I feel concerned that many people tell 
untruths lightly (i.e. without serious 
reason.)
50
Finally.there is a group of items on Social Responsibility, and on 
these two items, the positive response is very high. One of these items 
concerns attitudes to coloured people, and the other refers to personal 
responsibility after a car accident; 3$ of students would object if a 
coloured person came to live next door,. and 8$ indicate they feel no moral 
obligation to stop after a car accident, in which they have not been involved
One further variable in student religious outcomes has yet to be 
discussed and this is Integration, the relationship perceived by students 
between their Christian Beliefs and their secular subjects. In terms of 
the theory of religious education, discussed in Chapter 4, this is ~ very- 
important item, and one that is central to the school's role in religious 
education. Students are asked to respond to one of five statements showing 
the relationship between Christian Beliefs and secular subjects, from 
1: What I have learned in my ordinary school subjects has strengthened my 
Christian Beliefs, to 5: What I have learned in my secular subjects has 
contradicted my Christian beliefs. In this particular item, there are two 
neutral responses: What I have learned.in my ordinary school subjects has 
no connection with my Christian Beliefs, or, I have never really thought 
about the matter. In Table 9*9 belov/ are recorded the positive and neg-'* ~ 
responses, where "positive" means that ordinary school subjects strengthen 
or support Christian Beliefs, and where "negative" means that ordinary 
school subjects weaken or contradict Christian Beliefs.
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Table 9 »9
Students’ Positive and Negative Responses on Relation between Christian 
Beliefs and Secular Subjects ; Percentages
Positive Negative
Item Response Response
$ $
Relation betv/een ordinary school subjects 
and Christian Beliefs 50 4
While Table 9*9 above indicates that comparatively few rf the 
students say that ordinary school subjects contradict Christian beliefs:
1 $  or weaken them: 3$, there is a very great neutral response, 24$ 
indicating that in their view there is no connection between the secular 
subjects and Christian Beliefs, and 22$ indicating that they have never 
thought about the matter* This latter response is somewhat mystifying, 
because this particular item was included on the pilot questionnaire, which 
most of these students answered at the end of their fifth-form, in December 
1969* In terms of the theoretical relationship between education and 
religious education, and in terms of the criteria of education and religious 
education discussed in Chapter 4 , this result may point perhaps to a 
weakness.in religious education teaching on the part of staff, or simply to 
the fact that even by sixth-form students are still too immature to have 
grasped the implications of the inter-relatedness of the forms of knowing, 
discussed by Peters and Hirst. It may v/ell be that the same lack of 
connection would exist between their understanding of Science and the 
methods of Science and their other forms of knowing.
However one explains it, the fact remains that only half the students 
in the sample, after about 12 years in Catholic schools, can say that 
secular subjects support or strengthen Christian Beliefs. Interestingly 
enough, neither students nor staff see the goal: "Catholic schools ought 
to integrate Christian Doctrine with other subjects, where this is possible", 
as particularly important. For the students, it is the least important of 
all goals, with only 26$ giving a positive response as to its importance; 
for the staff, it is the ninth most important goal, though 85$ indicate a 
positive response. The staff and especially the student concept of
* The comparison of student and staff mean scores and rank 
orders for each ideal goal statement is included in 
Appendix 3«
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Integration as an ideal goal reflected in these responses, end the actual 
results on the Integration item recorded above in Table 9*9 could well be 
indications of some real confusion in the minds of both teachers and 
students as to what religious education entails.
Scores on Religious Outcomes Scales.
Tables 9*9 above have given some idea of the positive responses 
(and occasionally the negative responses) of students on individual items, 
in each of the scales. The indications so far have been that students 
generally are more Post-Vatican than Pre-Vatican oriented in their religious 
understanding, and that religious values are reasonably v/ell accepted; the 
same applies to moral values, except on abortion, and doubtful items like 
income tax returns and taking time off from work. With regard to religious 
practice, there appears to be a comparatively high, degree of religious 
practice, not only in compulsory Mass attendance, but in free choice items 
like prayer practice and Communion attendance. The actual scores for the 
total sample are given below in Table 9*10 on the main religious outcomes 
variables.
Table 9*10
Students * Scores on Religious Outcomes Variables for the Total 
Sample : Means, Standard Deviations and Averages per Item.
Religious Outcomes
Variables N=560
Ho. of 
Items
Mean S.D.
Average 
per Item
Post-Vatican Theology 13 29.71 7.6 2.28
Pre-Vatican Theology 13 38.54 9.8 2.96
Religious Values 10 21.69 7.5 2.17
■X-
Religious Practice 5 14.06 4 .6 2.81
Honesty 4 7.34 2.5 1.83
Social Responsibility 2 2.89 1.4 1.45
Parental Religiosity 2 3.29 2.2 1.65
Integration 1 2.37 0.8 2.37
* This scale has a six point response per item, while all 
the other scales have a five point response per item, 
and this needs to be taken into account when comparing 
this sea le with other scales.
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An analysis of Table 9*10 above indicates some evidence for the 
points already made, about the "reasonably satisfactory level" of achievement 
on these scales, with the possible exception of Integration, discussed at 
length in Table 9*9 above. The average per item on the Post-Vatican scale, 
2.28, is near enough to 2 to suggest that students generally are positively 
Post-Vatican oriented in their religious understanding. Neither on this 
scale nor on the one following, Pre-Vatican Theology, is it possible to set 
an objective standard, which students should meet. On the Religious Values 
scal^ however, and on the scales on Honesty and Social Responsibility an 
objective criterion is possible. For students to have internalized the 
various religious and moral values measured, an average score of 2 per item 
would be the minimum acceptable standard. This point needs some elaboration.
In the scoring scheme adapted in the study, 1 and 2 are the positive 
responses, as already indicated on several occasions. After discussion with 
the principals of.the schools, I decided to take either 1 or 2 as a 
positive response, and either 4 or 5 as a negative response. The principals 
of the schools pointed out that the students had been subjected to batteries 
of forced-choice questionnaires, especially in science, and that by 
sixth-form, these students were very reluctant to give the extreme response 
of 1 or 5 as an answer. So on the principals’ advice, I have collapsed 
the scores 1 and 2 and called them positive responses, and collapsed the 
scores 4 and 5 and called them negative responses.
A further examination of the average per item, in Table.9*10 above, 
reveals the fact that on the central variable, Religious Values, the 
average of 2,17 is below the acceptable standard, while both the scries on 
moral values, Honesty and Social Responsibility, are well above the 
acceptable standard with averages of 1.83 and 1.45« On this central scale, 
Religious Values, therefore, I have assumed that an average per item score 
between 1 and 2 is acceptable, and that therefore scale scores of 10 to 20 
are acceptable standards, but not a score of 21, and the mean is actually 
21.69 for the total sample» This is an imjjortant practical point, because 
in subsequent chapters, where I speak of "high achievers", I refer to those 
who score above the mean for the total sample; in "high achievers" on the 
Religious Values scale, however, I refer to those who meet the more 
stringent criterion of scoring between 10 and 20, and not between 10 and 
21 on the 10 item scale.
At this point, I do not intend to spend further time on scores for 
the total sample, though there will be further discussion of actual scores 
for groups of schools in a later section of this chapter. I intend now to 
examine the inter-scale correlation matrix.
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Correlation of Religious Outcomes Variables*
VJh&t is just as important as the scores, at least for my purposes, 
is the pattern of internal relationships that exist first within each 
scale, and then within the whole group of scales. In Table 9*11 below is 
recorded the correlation matrix of the religious outcomes variables listed 
above. For purposes of convenience, the Osiris Dictionary numbers for the 
variables have been retained, and they are placed after the variables in 
the vertical listing to facilitate matching of the horizontal variable 
numbers outside the frame of the matrix. As before the highest 
correlation in each column is underlined once, and reciprocating 
correlations are underlined twice.
Table 9*11
Inter-Scale Correlation Matrix* of Religious Outcomes Scales.
Religious Outcomes Variables 88 89 90 91 92 93 94 55
Integration 88 - 22 02 30 14 00 22 12
Post-Vatican Theology 89 22 - 1 1 50 23 16 30 14
Pre-Vatican Theology 90 02 41 - 36 11 07 31 10
Religious Values 91 30 ^0 36 - 35 13 60 25
Honesty 92 14 23 11 35 - 10 17 12
Social Responsibility 93 00 16 07 13 10 - 05 02
Religious Practice 94 22 30 31 60 17 05 - 21
Parental Religiosity 55 12 14 10 25 12 02 27 -
* Decimal points omitted.
An examination of the correlation matrix in Table 9*11 above 
reveals three points that are relevant for my purposes. In the first place, 
the Religious Values scale is obviously the key scale of the matrix, since 
four of the possible seven variables have their highest correlation v/ith 
it; this is seen by examining row 4 of the matrix and noting the number 
of correlations underlined. In the second place,the Social Responsibility 
scale is obviously not an integral part or the religious outcomes matrix, 
in that it has significant correlations (i.e. 0 .09) with only three . 
variables in the matrix, and even then the correlations are very low, and 
it is omitted from future discussion. In the third place, the Parental 
Religiosity scale has its highest correlation with Religious Values and 
Religious Practice, 0.25 and 0.27 respectively, but has significant
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correlations even if fairly low correlations, with all other religious 
variables except Social Responsibility.
The Effect of Parental Religiosity.
An examination of Table 9»11 above reveals the vory expectable 
result of fairly high correlations betv/een the Parental Religiosity scale 
and student religious outcomes in Religious Values and Religious Practice.’ 
in a later section,it will be obvious that it also has a high.correlation 
with students1 Ideal Religious Education Goals* In Chapter 3, I spent 
considerable time attempting to define the characteristics of the High and 
Low Religious Homes in the sample* In Table 9*12 below are recorded the 
modified standard scores of students from both groups of homes on the six 
main religious outcomes variables already discussed; anticipating some 
future analysis, I have added an extra scale,Ideal Religious Education 
Goals,to the list of student religious outcomes. It needs to.be remembered 
that High Religious Homes in this sample refer to those homes, where one 
parent is a practising Catholic, v/here the parents expect the daughter to 
practise her religion, and where the parents have had a positive influence 
on the daughter’s religious deyelopment, at least in the view of the 
daughter. Low Religious Homes, in this sample refer to those homes where 
neither parent is a practising Catholic, and where the parents do not 
expect the daughter to practise her religion.
Table 9*12
Parental Religiosity by Student Religious Outcomes : Modified Standard Scrr*'
o i •] i r) i • • High Religious Homes Low Religious Homes
Student Religious |=26q «
Outcomes Variables
Modified Standard Score Modified Standard Score
Integration between 
Christian Beliefs and 
Secular Subjects
+15 -34
Post-Vatican Theology +16 -18
Pre-Vatican Theology +11 -15
Honesty +19 -26
Religious Values +39 -45
Religious Practice +30 -31
Student Ideal Goals +23 -37
Prom these results in Table 9*12 above, it is possible to draw a 
profile of the High and Low Religious Homes in terms of the daughters’ 
religious outcomes. This is done below in Figure 9*1»
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An examination of Table 9*12 and Figure 9*1 above reveals.the fact 
that Parental Religiosity is having more influence in some scales, than in 
others. It is having a special influence on Religious Values, Religious 
Practice and Ideal Religious Education Goals. A first principal components 
analysis of the variables, listed in Table 9 «12, indicates that these three 
scales, as well as Post-Vatican Theology and Integration,have the highest 
first principal components weights: 0.84, 0 .72, 0.67, 0.64 and 0.55 
respectively, so I have retained these scales only and omitted Honesty and 
Pre-Vatican Theology, at least for the present. There will be further 
discussion of these five variables in Chapter 11, and details of the first 
principal components analysis tire included in Appendix 5»
The strategy in this section is to set down in Table 9*13 below the 
modified standard scores on each of these five variables, to gain some idea 
of the religious profiles of individual schools. An examination of this 
table reveals that some schools are consistently "religious", and others, 
consistently "non-religious" in comparison with the mean for the total. The 
delineation of religious profiles for individual schools prepares for the 
next step which is to examine the performance of students from High and Low 
Religious Homes attending the various "religious" and "non-religious" schools 
of the study - assuming that High Religious Homes are constant or about the 
same on parental religiosity, and Low Religious Homes likewise.
Table 9.13
Religious Outcomes by Schools : Modified Standard Scores.
Religious Religious Religious Post-Vatican Integration 
Schools Values Practice Goals Theology
(10 items) (5 items) (5 items) (13 items) (1 item)
N  Modified Standard Scores
Sydney Private
Mitchell Hall 73 -85 -45 -11 -89 -14
Cavan Park 95 +34 +26 +13 +18 +16
A.C.T. Regional 
All Hallows 49 +21 + 6 0 +20 + 3
Trinity College 44 0 + 9 +37' 0 - 5
Sydney Regional
St. Mary's 57 -24 -43 -63 - 2 -22
Sion Convent 82 +18 +30 -10 + 2 + 6
Chisholm High 54 +23 - 8 +55 +20 +38
H.S.Yf. Regional
St. Margaret's 35 +39 +25 +10 +30 -16
Campion High 71 -10 - 3 +12 - 2 - 1
The five main religious outcomes for each school are recorded in 
Table 9-13 above, and a study of the table reveals a number of interesting 
points. In the first place, there are five schools that are predominantly 
positive on all religious outcomes; these schools are Cavan Park, All 
Hallows, Sion Convent, Chisholm High and St. Margaret's. An examination of 
the positive results, however, indicates that positive religious outcomes 
appears to have little to do w ith School S.E.S. In each of the groups 
above, there are sharp contrasts within each group. While the High S.E.S. 
school, Mitchell Hall is scoring consistently below the mean, the other 
private school, Cavan Park is consistently above the mean; within the 
Sydney Regional schools, St. Mary's is consistently below the m e a n  on all 
scales, while the other two Sydney Regional schools are above the m ean on 
all but one variable. The differences between the two A.C.T. schools are 
less sharp. From the discussion in Chapter 3, it will be recalled that the 
A.C.T. schools had the highest scores on Parental Religiosity. Within the 
N.S.W. regional group, St. Margaret's is positive on four out of five 
religious outcomes, and Campion Hig h  negative on all but one.
Having drawn these profiles and suggested that Cavan Park, Sion 
Convent and S t . .M a r g a r e t 's are "religious" schools in comparison to the mean 
for this sample, and that Mitchell Hall, St. Mary's and Campion High are 
"non-religious" in comparison with the m e a n  for this sample, I propose to 
examine the performance of students from High and Low Religious Homes - 
keeping in mind the results recorded in Table 9*12 and Figure 9*1» that 
students from High Religious Homes perform significantly better than the 
total sample on religious outcomes, and that students from Low Religious 
Homes perform significantly less well than the sample as a whole. To avoid 
confusion with too many variables, I have selected two variables only for 
the following tables; Religious Values and Ideal Religious Education Goals. 
The reasons for the choice of these two variables are that Religious Values 
is the key variable on the Religious Outcomes Inventory, and Ideal Religious 
Education Goals is the key linking variable in the Students' larger 
Cultural and Religious Environment to be discussed in Chapter 11. It does 
not particularly matter, however, which variables are examined because the 
same pattern emerges whether two or five variables are taken.
In Table 9 «14 below are recorded the modified standard scores on 
the two religious outcomes: Religious Values and Religious Goals for the 
Sydney Private Schools - for the total in each school and for the students 
from High Religious Homes and Low Religious Homes in each school. For 
convenience, in this table and following tables, High Religious Homes is 
abbreviated to H.R.H., and Low Religious Homes is abbreviated to L.R.H.
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At the bottom of each table are recorded the scores for the comparable 
reference groups: High Religious Homes (H.R.H.) and Low Religious Homes 
(L.R.H.) in the total sample. The modified standard scores for students 
from these two groups have already been recorded in Table 9*12, and are 
repeated here for convenience.
Table 9*14
Parental Religiosity and Student Religious Outcomes on Selected Variables 
for Sydney Private Schools: Modified Standard Scores.
N
-d n . . ,r n Ideal Religious 
Religious Values ® n 
° Education Goals
(10 items) (5 items)
Sydney Private Modified Standard Scores
Mitchell Hall 73 -85 -15
H.R.H. 31 -65 +22
L.R.H. 13 -165 -34
Cavan Park 95 +33 +13
H.R.H. 51 +55 +30
L.R.H. 15 +19 t 20
H.R.H. in Total Sample 260 +39 +23
L.R.H. in Total Sample 101 -45 -37
Table 9*12 does give some confirmation of the fact that schools may 
be having an influence independent of the home. For Mitchell Hall, despite 
the very favourable S.E.S. home background indicated in Chapter 3, L'he 
students generally are very low on religious outcomes: -85 and -15» and 
even thoso from very favourable religious home backgrounds are low and 
considerably below the mean for the total (0), and for the reference group: 
+39,on Religious Values, On the importance of Religious Education goals 
for the school, however, the students from High Religious Homes at Mitchell 
Hall are above the mean for the total sample, +22, and about equal to the 
reference group: +23- Students from Low Religious Homes at Mitchell Hall 
perform significantly less well than their reference group on Religious 
Values: —165 in comparison with -45» but on Ideal Religious Goals their 
score is about the same: -34 in comparison with -37* In the other Sydney 
Private school, Cavan Park, however, there is a marked contrast in 
performance, for the class generally and for students from High and Low 
Religious Homes. The class generally is positive on both Religious Values 
and Ideal Religious Education goals: +33, and +13» Students from High 
Religious Homes attending Cavan Park perform better on both variables than
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the class as a whole or the reference group, their scores being +55 > and 
+30. Moreover students from Low Religious Homes have positive scores on 
both religious outcomess +19 and +20. Hence they are performing above 
the mean for the total sample and considerably above the score for their 
reference group. Ironically, this group from Low Religious Homes at Cavan 
Park assigns more importance to the Ideal Religious Education goals of the 
school than does the class as a whole: +20 in comparison with +13«
In the comparisons of these two schools, there does seem to be at 
least the possibility that schools can make a contribution to students’ 
religious outcomes, irrespective of home religious background. In the 
school where the general religious climate is high, as , at Cavan Park, 
students from religiously unfavourable home backgrounds, perform extremely 
well on religious outcomes; in the.school where the general religious 
climate is low, as at Mitchell Hall, even students from religiously 
favourable home backgrounds perform badly on religious outcomes, where 
"badly" means in comparison with the average for the total or the reference 
group.
This finding, tentative as it is, raises a number of important 
questions, some of which I pass over completely, some of which I refer to 
later in the chapter and in my conclusion. For the present, however, I want 
to extend the comparisons to tv/o other groups of schools, the Sydney 
Regional, and N.S.17. Regional schools.
An examination of Table 9 «'H above reveals the fact that St. Mary’s 
is a "non-religious" and that Sion Convent is a "religious" school. In 
Table 9*15 below are recorded the results of students generally and students 
from the High and Low Religious Homes on the selected religious outcomes, 
in each of these two schools.
Table 9 »15
Parental Religiosity and Student Religious Outcomes on Selected Variables 
Sydney Regional Schools : Modified Standard Scores.
N
Religious Values 
(10 items)
Ideal Religious 
Education Goals 
(5 items)
Sydney Regional 
St. Mary’s 57
Modified Standard Scores 
-24 -A3
H.R.H. 14 +38 -47
L.R.H. 23 -50 -86
Sion Convent 82 +18 - 7
H.R.H. 40 +36 + 3
L.R.H. 10 +17 + 7
H.R.H. for Total Sample 260 +39 +23
L.R.H. for Total Sample 101 -45 -37
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An examination of Table 9*15 above reveals the fact that students 
from the High Religious Homes^who attend St. Mary1s fperform considerably 
better on Religious Values than the class as a whole? +38 in comparison 
with -24, and practically as well as the reference group; +39- On the 
Ideal Religious Education Goals scale, however, the students from High 
Religious Homes perform considerably less well than their reference group*
-47 in comparison,with +23* Students from Low Religious Homes at St. Mary's, 
on the,other hand, perform less well than the reference group in both 
scales, but especially on the Religious Education Goals scales; -86 in 
comparison with -37» St. Mary's is the school mentioned earlier in 
Chapter 3 as having a decided over-representation of students from Low 
Religious Homes; it is also the school that gives least importance to 
Religious Education Goals, and is easily the most "over-satisfied" school 
on Religious Education, the students receiving considerably more than they 
think desirable. It is interesting to note that in spite of a fairly 
non-supportive religious climate in the school generally, as evidenced by 
Table 9*11 above, students from High Religious Homes are able to maintain 
their allegiance to Christian values. At the same time, even those 
students from High Religious Homes take on something of the general 
religious "climate" of the school in their perceptions of the importance or 
non-importance of Religious Education goals.
Sion Convent, according to Table 9«11 above, is a "religious" 
school on all scales except Ideal Religious Education Goals; on Religious 
Values and Religious Practice the school is well above the mean. It is 
interesting to note the quite high proportion of students from High 
Religious Homes in the school generally (40 out of 82, in comparison with 
14 out of 57 for St. Mary's), and to note that students from High Religious 
Homes perform v/ell above the mean +36, and near the reference group score;
+39j and that students from Low Religious Homes also perform v/ell above the 
mean for the total, and hence considerably above the mean for the reference 
group; +17 in comparison v/ith -45» Similarly students from Low Religious 
Homes perform considerably above the reference group in Religious Goals;
+7 in comparison with -37« The general religious climate of the school 
does seem to be supportive for these students, despite a home background 
where neither parent is a practising Catholic, and where the student is not 
expected to practise her religion either.
The third group to be compared are the N.S.W. Regional schools, 
and again the contrasts on religious outcomes within the group are very 
marked. St. Margaret's generally is a "religious" school in the sense 
already defined, and Campion High is a "non-religious" school. The results
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of students generally and students from the High and Low Religious Homes 
on selected religious outcomes are recorded below in Table 9*16.
Table 9.16
Parental Religiosity and Student Religious Outcomes on Selected Variables 
in N.S.W. Regional Schools s Modified Standard Scores.
N
Religious Values 
(10 items)
Ideal Religious 
Education Goals 
(5 items)
N.S.W. Regional Modified Standard Scores
St. Margaret's 35 +42 +19
H.R.H. 21 +37 +12
L.R.H. 5 +24 -10
Campion High 71 -10 17
H.R.H. 32 +20 13
L.R.H. 18 -40 -59
H.R.H.for Total Sample 260 +39 +23
L.R.H.for Total Sample 101 -45 -37
An examination of Table 9*16 above reveals the rather curious fa< . 
that students from High Religious Homes at St, Margaret's perform less v/ell 
than the class as a wholes +37 in comparison with +42. It also reveals 
the quite significant fact,that students from Low Religious Homes perform 
extremely v/ell on the Religious Values scales +24, and though they are 
below the mean for the total on Ideal Religious Education Goals, tlr Ty are 
considerably above their reference groups -10 in comparison with -37* An 
examination of the results for Campion High reveals the fact that on the 
Religious Values scale, students from High Religious Homes perform better 
than the total sample but considerably lov/er than their reference groups + 
20 in comparison with +39* On the other hand, students from Low Religious 
Homes assign considerably less importance to Religious Education goals, 
than their reference groups -59 in comparison v/ith -37*
These comparisons betv/een the religious performance of students 
from High and Low Religious Homes within the three selected groups of 
schoolss Sydney Private, Sydney Regional and N.S.17. Regional, do suggest 
that the general religious climate of the school is having an effect on the 
religious outcomes of students, independent of parental religious bacVc^'--_ 
Students from High Religious Homes perform well below the mean on some key 
religious variables in certain "non-religious" schools, and students from
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Low Religious Homes perform v/ell above the mean in certain "religious 
schools - using "religious" and "non-religious" in the sense already 
explained. A further point needs to be made about the sense of "above" and 
"belov/ the mean" in this context. As already indicated, the total mean for 
both Religious Values; 21.69 on the ten-item scale, and Ideal Religious 
Education Goals: 13.16 on the five-item scale, is comparatively lov/, and 
for students to score below this mean is to indicate that their general 
level of religious performance really is low, whereas on some other scales, 
Honesty and Social Responsibility, for instance, the total mean is high, 
and for students to have scored below the mean in these scales would not 
necessarily have meant a low level of religious performance. In other 
words "below the mean" in the Religious Values and Ideal Religious 
Education Goals indicates an objectively low level of religious achievement.
In interpreting these results, one has to admit that there are many 
possible interpretations besides the one that I have suggested - the 
influence of the general religious climate of the school. However, for the 
present it is sufficient to say that the evidence presented is at least 
compatible v/ith my interpretation, and I will return to some of the more 
general implications of these findings in my concluding chapter.
The Effect of School S.E.S. and School Organization.
An examination of the last three sets of tables, Tables 9*14-9*16, 
suggests that neither the S.E.S. of the School nor School Organization is 
having an important influence on students’ religious outcomes, but to be 
consistent with the general plan of this part of the study, I think the 
fact should at least be mentioned. The very sharp contrasts in students’ 
religious outcomes within the three groups of schools; High S.E.S. Single 
Order, Low S.E.S. Single-Order, Low S.E.S. Multi-Order suggest quite strong 
evidence that neither S.E.S. nor School Organization as such are important 
influences, so I have not attempted to analyse the results in the same way 
as in the conclusion of the two previous chapters. As it happens, the High 
S.E.S. Multi-Order Schools (A.C.T. Regional) perform slightly better on the 
main religious outcomes scales than any of the other three groups; this is 
obvious from an examination of Table 9*13 above and this is a sharp contrast 
to the results elsewhere in Chapters 7 and 8, v/here the A.C.T. Regional 
Schools v/ere consistently below the mean on Goal Satisfaction scores, and 
the Student Morale score. The differences between groups of schools are 
not significant, however, and it needs to be recalled that the A.C.T. 
Regional schools were highest on the Parental Religiosity scale, Table 3*20 
and this, expectably enough, appears to be the important influence.
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In terns of my original concern in this study with the effects of 
the move from single-order to multi-order organization, however, and the 
possible influences that this might have on students' religious outcomes,
I can say, from the limited evidence of four Multi-Order schools and five 
Single-Order schools, that there appears to be no discernible difference in 
performance. Students from the Multi-Order schools are performing 
slightly better on the main Religious Values scale than are the students 
from Single-Order schools, but the differences are not significant. Had 
the results been otherwise, and students from Multi-Order schools 
significantly lower on religious outcomes variables, then there would at 
least have been a case for a closer examination of the newer type of 
school organization. As it is, the obvious influences are Parental 
Religiosity and then the general religious climate of the school, and this 
seems clearly to transcend Parental or School S.E.S. and School organization.
Throughout.this chapter I have been concerned with five main points. 
In the first place, there was a discussion of the various scales formed 
by correlational analyses of the items on the Religious Outcomes Inventory, 
with special reference to the internal structure of the Religious Values 
and the Religious Practice scales. Next, there was a report of actual 
results - first on individual items, and then on scales. The findings 
generally are that the students in the study were Post-Vatican rather than 
Pre-Vatican oriented in their understanding of doctrine, that there.was a 
relatively high level of acceptance of free choice religious values, like 
commitment to Christ and free choice religious practices such as personal 
prayer. There was also evidence of a very high level of acceptance of 
clear-cut moral values like truth telling, but some evidence of uncertainty, 
not only on doubtful items like taking off time from v/ork and honesty on 
income tax returns, but also on the issue of abortion.
The third point to be considered was an examination of the internal 
structure of the inter-scale correlation matrix, which in turn revealed 
that the Religious Values scale was the central variable, a finding that 
will have more elaboration in Chapter 11. In the fourth part of the chapter 
there was a comparison of the religious performance of students from High 
and Low Religious Homes, and the general finding was that the religious 
climate of the school was probably making a contribution to the students' 
religious outcomes independent of the students’ own parental religious 
background. The detailed examination of the religious profiles of each 
school, and the sharp contrasts in student performance within three of the
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four groups of schools suggested that neither School S.E.S. nor School 
Organization were important influences.
The chapter has really posed more questions than it answers, and 
in the conclusion of this study,I will have occasion to return to some of 
these questions. For the present, I want to turn to examination achievement, 
where the criteria of success are more obvious.
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STUDENT EXAMINATION ACHIEVEMENT.
The strategy of this chapter on examination achievement is slightly 
different from that in the three previous chapters. In these previous 
chapters, it was necessary to examine in some detail the questionnaires 
constructed especially for the study, to discuss the reliability of scales 
formed from correlation analysis, the results of actual items and scales 
and so on. In this chapter, I am able to rely on data collected from other 
sources - from the results of students holding Commonwealth Secondary 
Scholarships in 1968, from the results of the Advanced Test N, a test of 
general ability devised by the A.C.E.R. and taken by the students in July 
1970, and finally from the results of the Higher School Certificate taken 
by the students in October-November 1970.
The relevant questions asked in the Introduction were:
1• What are the actual examination achievements of these Catholic 
girls? This question refers to performance in the Commonwealth 
Secondary Scholarships Examination.
2. How well do they perform in the Higher School Certificate? How 
many of them secure Commonwealth University Scholarships at the 
end of their school career?
3« How does their performance compare v/ith that of sixth-form 
students generally?
From the discussion of the Structural Aspect of School Environment, there 
are a number of . other cuestions to be answered, such as: Yilhat effect has 
Parental S.E.S., School S.E.S. and School Organization on students’ 
examination performance?
The chapter is divided into six main parts: (1) some preliminary 
points on examinations and education, to relate the chapter to the study 
generally; (2) a brief review of the research literature on achievement of 
Catholic school pupils; (3) the actual examination achievements of students 
in this sample on the Commonwealth Secondary Scholarships Examination, the 
Higher School Certificate, and the Advanced Test N; (4 ) an examination of 
the correlation matrix containing variables associated v/ith achievement in 
the Higher School Certificate; (5) the effect of parental S.E.S. on 
Examination Achievement; (6) the effect of School S.E.S. on Examination 
Achievement.
Chapter 10.
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George Bernard Shaw’s claim that his schooling interfered with.his 
education seems to me relevant in the present discussion. At any rate, I 
have headed this chapter Examination Achievement and not Educational 
Achievement, because I am not certain that examination results in the New 
South Y/ales Higher School Certificate have any necessary connection with 
education, or at least with what I count as education.
In 1945, I^rofessor Gasking, in his very perceptive Examination! and 
the Aims of Education, suggested that examinations in Australia were 
distorting the aims of education but argued that a solution to the problem 
was possible. This solution was to restructure the various subject 
examinations in such a way that only the student who 7/as v/ell '’educated”
(on his criteria) could achieve v/ell on any particular examination. It v/as 
a plausible case, and v/ell argued, but seems to have passed unnoticed for 
the most part, at least in New South Wales, except among students doing 
post-graduate work in faculties of Education. Since Gasking’s publication, 
various other overseas and Australian scholars, Butts (1955), Connell (1966), 
have pointed to the domination of Australian education by the public 
examination system. According to these experts, this domination is seen in 
the way that the public examination system affects curriculum content, 
school organization and teaching methods, student and parental expectations, 
and even the choice of subjects and topics within a subject.
But one has not only to rely on the experts. Most teachers who 
have had experience at the senior secondary level in New South Wales, and 
especially if they have had experiences overseas or even in other states of 
Australia, are aware of special pressures operating in New South Wales.
One has only to recall the sixth-form student v/ho refused to read a poem 
because it was not "on the syllabus", the many Headmasters v/ho refuse to 
have students sit for the General Studies paper, because it does not count 
towards a Commonwealth University Scholarship, and the very large school 
that omitted the Third Level option in all subjects because Third Level 
papers only count for 100 marks. In their varying ways, all these instances 
seem to be a flat denial of what education is all about, and in particular, 
v/hat the Y/yndham scheme v/as and is trying to achieve. This is not to deny, 
of course, that enlightened teaching is going on in some classes for a good 
deal of the time. It is simply to point out that we are enmeshed in a very 
complex system, where there is serious confusion of examination goals and 
roles and their respective relations to education.
Examinations and Education*
Overseas developments in curriculum theory, in school organization, 
in assessment and evaluation are undoubtedly having their effect in 
Australia, however. Encouragingly enough, a most sustained and scholaxly 
attack cn this problem has come from within the Department of Education, in 
the state supposedly "most examination ridden", namely New South Wales. In 
an address to the New South Wales Institute of Educational Research,
Dr» Wo Moore (1969) discussed the goals and roles of examinations. The 
goals of.examinations, in his view, are the certification of successful 
students, and the assessment of skills and knowledge in the various subject 
areas; the roles of examination, on the.other hand, are selection of 
winners of scholarships and other awards, and the general accountability of 
the education system. Dr. Moore argued that qualitative analyses of 
interactions between examination roles, examination goals and curriculum, 
reveal that examination roles have dominated and repressed the original 
examination goals, and that now, the most significant interaction is between 
examination roles and curriculum and not between examination goals and 
curriculumo This interaction is such that examinations are distorting the 
curriculum to the point where fundamental objectives of the Wyndham scheme 
are in jeopardy*
These serious reservations about the examination system need to be 
kept well in mind in any discussion of a school’s examination achievement.
It is obvious from the results of this study recorded in Chapter 7> that 
Examination Achievement is the most important goal for students, and that
*
it does not fit into the goal system of the school generally. Yet, given 
the general intellectual climate in N.S.W., and the fact that until the 
very recent past full details of students’ public examination results were 
published under the name and the school of the candidate, one must have 
sympathy with the students and their press for examination achievement. So,, 
while hoping that Shaw’s claim is no longer valid, but suspecting that it is, 
one has to recognize two things about the final public examination. In the 
first place, the public examination system is a very important institution, 
literally deciding the career choices of thousands of sixth-form students 
every year; and in the second place, it is possibly, but not necessarily, 
distorting genuine education in the state of New South Wales.
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* The evidence for this statement is given in the correlation 
matrix of Student Ideal Goals recorded in Table 7-13*
A Brief Review of the Literature on Achievement of Catholic School Pupils.
There has been a great deal of discussion about the.effectiveness of 
Catholic schools, and Catholic girls’ schools in particular, in producing 
good examination results* Though I think at least some of the research 
literature has implicit assumptions with which I would not agree; that 
examination achievement is necessarily a ’good thing", for instance, or 
that it is a sign that genuine education, and not indoctrination, has taken 
place, it is worth while recounting briefly some of this research literature, 
if only to put the examination performance of the students in this study in 
some sort of perspective.
In the United States there has been a great deal of research on the 
performance of students from Catholic schools. Koo (1931) concluded that 
though Catholic school students on the average tended to have higher 
intelligence test scores and College aptitude test scores, their high 
school achievement test scores and classroom performance were lower than 
those of public school.students. Hill (1961) measured scholastic success 
among college freshmen, and found that the public schools produced more 
scholars than their Catholic counterparts. Knapp and Goodrich (1952) and 
Knapp and Greenbaum (1953) have studied the origins of American scientists 
and have concluded similarly. Trent and Golds (19^7) found that Catholic 
school products were more "anti-intellectual" than other groups.
Recently, however, research studies are tending to show different 
results. The Notre Dame study (Neuwien, 1966), the most comprehensive 
descriptive study so far, reports that the examination performance of 
Catholic youth surpassed that of the public schools. Warkov and Greeley 
(1966) answered the Knapp and Goodrich and Knapp and Greenbaum findings by 
demonstrating that economic status, not religious affiliation, was the 
significant factor. Rhodes and Nam (1970) report that Catholics attending 
Catholic schools are more likely to plan for College than Catholics in 
public school. Finally, Morrison and Hodgkins (1971)9 with data on school 
effectiveness, found the products of Catholic schools superior to those of 
public schools when they controlled for intelligence, social origins, 
region of country and community size.
Comparatively little research has been done in this area in 
Australia though, as I mentioned in Chapter 2, there is a very strong 
impression in the Catholic community generally that Catholic girls' schools 
are inferior to Catholic boys’ schools on examination achievement. Fensham 
(1965) showed quite conclusively that senior Catholic girls’ schools in 
Victoria were considerably below the Catholic boys’ schools in the number
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* ^ , 
of tertiary scholarships gained at the end of 1964s 10.57^ of girls from 
Catholic schools gaining scholarships in comparison with 19$ of Catholic 
boys. Moreover, the differences between girls’ and boys’ results were more 
marked within the Catholic sector than within the Government or Independent 
schools sector; 12*5$ of girls in comparison with 1 5*5$  of boys in 
Metropolitan Government schools, 15$ of girls in comparison with 20*5$ of 
boys in Independent schools gained tertiary scholarships. The Catholic 
girls’ schools were the lowest in performance of all schools except for 
country Government girls’ schools, 8.5$ of whom gained tertiary scholarships. 
Fensham . has made no division of Catholic schools into metropolitan and 
country, as he has done with Government schools. If he had made this 
division, the results may have been slightly different, but the fact is 
clear enough, that at least in 1964 in Victoria, Catholic girls’ schools 
were performing below the state mean, if the number of tertiary scholarships 
is any criterion. Catholic schools generally, however, performed above the 
state average - mainly because of the very high performance of the Catholic 
boys’ schools. The state average for tertiary scholarships was 15$; ior 
Government schools it was 13$, for Catholic schools, 16$, and for 
Independent schools, 18$. This same pattern is maintained for the 
scholarships awarded at fourth-form and fifth-form level: the Government 
schools slightly below the state average, the Catholic schools slightly . 
above, and the Independent schools well above the state average (Fensham,. 
1965). On these scholarships at fourth-form and fifth-form level however, 
there is no attempt to divide the results by sex; if there had been, the 
results would probably have been very similar to those recorded for the 
tertiary level scholarships.
In the same article, Fensham does present some results from New 
South Wales for tertiary scholarships. Between 1962 and 1964, 
performance of Catholic schools in New South Wales has gradually improved.
In 1962, for instance, Catholic schools were educating 25»5$ of the students 
in the state and gained 19*5$  of the scholarships; in 1963 the figures were 
24$ and 18$, but in 1964 the figures were 22*5$ and 23.0$, and this gradual 
levelling of scholarships per 100 pupils in the Catholic schools has been 
maintained. For 1970, the year of this study, Catholic schools presented 
1 7.4$  of che sixth-form students and gained 20.2$ of the Commonwealth 
University scholarships. These figures are reproduced below in Table 10.1.
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* There is some confusion over the use of the phrase ’tertiary” 
scholarships. In Fensham’s study, "tertiary” referred to any 
tertiary institution, including Universities. More recently, 
there has been a sub-division of the various types of tertiary 
scholarships. For the most part my data refers to Commonwealth 
University Scholarships, and this is made clear in the context 
in which it is presented.
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Percentage Distribution of Pupils and Commonwealth University Scholarships
*
in N.S.T7. and the A.C.T. for Selected Years.
Table 10.1
Catholic Schools 1962 1963 1964 1970
$  Pupils 25.5 24.0 22.5 17.4
$  Scholarships 19.5 18.0 23.0 20.2
* Figures for 1962-1964 are derived from Fensham (19&5); figures 
for 1970 are derived from Department of Education and Science, 
Sydney, 1972).
With regard to results in the Commonwealth Secondary Scholarships 
Examination, figures are available in Hansard because questions have been 
asked in parliament about the distribution of these scholarships. In Table
10.2 below are recorded the percentage distribution of pupils and 
scholarships for the years 1968, 1970 and 1 9 71* The year 1968 is chosen 
because this is the year when the students in this sample attempted the 
Secondary Schools Scholarships Examination. The general pattern is the 
same as for tertiary scholarships, already recorded in Table 10*1 - Catholic 
schools have levelled off in the number of scholarships and have slightly 
improved their position over the years. In 1968 Catholic schools educated 
19$ of fourth-form students and gained 19$ of the Commonwealth Secondary 
Scholarships, in 1970 they educated 20.5$ of the students and gained 21.5$ 
of the scholarships and in 1971 the figures were 20.3$ and 21 «9$* The 
results for the three types of schools reported by Fensham (19^5) are almost 
perfectly matched here; the Government schools scoring slightly below the 
average, the Catholic schools just on the average or slightly above it, 
and the Independent schools v/ell above the average. This will be obvious 
from Table 10.2 below.
Table 10.2
Percentage Distribution of Pupils and Commonwealth Secondary Scholarships 
in N.S.T7. and the A.C.T. by Type of School for Selected Years.
Year Type of School Enrolled third last year 
$
Scholarship 7/inners 
$
1968 Government 74.0 66.0
*
Catholic 19.0 19.0
Independent 7.0 15.7
All Schools 100.0 100.0
1970 Government 73 .1 63.1
Catholic 20.5 2 1.5
Independent 6.4 15.4
All Schools 100.0 100.0
1971 Government 73.6 62.3
*-*-*
Catholic 20.3 21.9
Independent 6.1 15.8
All Schools 100.0 100.0
* Figures derived from Hansard 7/10/71» p.2124 
** Figures derived from Hansard 20/4/71, P«1739 
*** Figures derived from Hansard 12/4/72, p.1567
It is beyond the scope pf this study to interpret the reasons for 
these results* For my purposes, these research findings are only meant to . 
serve as a background to the performance of the Catholic girls in the study, 
giving some general indication of the improved position of Catholic girls’ 
schools in the period from 1950 to 1970«
The Actual Examination Results of Students in the Sample.
The Higher School Certificate is the final public examination for 
schools in New South Wales and the Australian Capital Territory, and is 
taken after six years of secondary schooling. Normally,.students attempt 
five subjects, which may be taken at one of three levels, or at one of four 
levels in the case of Mathematics and Science. Students aspiring to 
University entrance would generally take at least one subject at First 
Level, and the other four subjects at Second Level. About 55$ of the 
students in this study took at least one First Level subject, 30$ took two 
First Level subjects, and about 10$ took three First Level subjects or more.
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Except for Mathematics and Science, First Level papers count for 180 marks, 
Second Level for 120 and Third Level for 100 marks. While students may sit 
for more than five papers, only the best five papers are counted towards a 
Commonwealth University Scholarship and University entry.
In 1970 just over 29,000 students sat for the Higher School 
Certificate. For most of them, entrance to a University anywhere, with the 
exception of the Australian National University, v/as determined by the 
scaled mark in the best five subjects, provided certain matriculation 
requirements were met. Matriculation requirements for Universities vary, 
and with official notification of examination results, each student is given 
a list of Universities for which she has matriculated. It is possible, 
hov/ever, to pass the Higher School Certificate, to matriculate for a 
particular University, and yet not gain entry because of the quotas 
operating. In New South Wales alone in 1970 something like 2,000 students 
v/ho matriculated were unable to gain University entrance, though many of 
these were absorbed into Colleges of Advanced Education, Teachers* Colleges 
and Technical Colleges.
The H.S.C. marks (scaled) of students in this study range from 173 
to 757, the average mark being 474»4 and the standard deviation 100. The 
distribution of marks of.students in the sample is included below in Table 
10.3« For the year 1970, a scaled mark of 568 v/as the cut-off point for 
Commonwealth University Scholarships, so the table shows quite clearly the 
Scholarship winners.
Table 10.3
Higher School Certificate Scaled Scores for Students in Sample :
Year 1970.
Scaled Score Frequency
> 668 10) Commonwealth
568-667 104)
University
Scholarships
468-567 188
368-467 162
268-367 80
<  267 16
Mean 474»4 
S.D. 100.1
560
In 1970, of the 29,023 students who presented for the Higher School 
Certificate, 4>224 or 14»5c/° were awarded Commonwealth University Scholarships* 
Of the 3,123 boys presented from Catholic schools for the Higher School 
Certificate, 535 or 17*17° gained Commonwealth Scholarships; of the 1,920 
girls presented from Catholic Schools, 317, or 16.6$  gained Commonwealth 
scholarships. The comparatively close percentages of students from 
Catholic boys’ and girls’ schools: 17*1$, 16.6$, gaining Commonwealth 
University scholarships in New South Wales in 1970 is.in sharp contrast to 
the figures presented by Fensham for Victoria in 1964, where only about 
half as many girls as boys from Catholic schools actually gained tertiary 
scholarships. In comparison v/ith the performance of Catholic schools 
generally, the Catholic girls’ schools in this sample are v/ell above the 
average. As Table 10.3 above indicates, 114 or 20.4$ of students in the 
sample gained Commonwealth University scholarships. The details of these 
comparisons are included below in Table 10.4«
Table 10.4
Distribution of Pupils and Commonwealth University Scholarships in
*
N.S.W. and A.C.T. by Type of School and Schools in Sample for 1970.
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Students 
Enrolled in 
Sixth-form
Number Gaining 
Commonwealth 
University 
Scholarships
$  Gaining 
Comm onv/e alt h 
University 
Scholarships
All Schools 29,023 4,224 14.5
All Catholic Girls 1,920 317 16.6
All Catholic Boys 3,123 535 17.1
Students from Nine
Catholic Schools in 560 114 20.4
Sample.
Figures derived from the Department of Education and Science 
Sydney. Separate figures were not available for Government 
and Independent Schools.
As Table 10.4 indicates, the students from the nine schools in this 
sample are performing considerably above the state average and the average 
for Catholic schools generally. In the previous year, 1969, 20.8$ of the 
students in the nine schools gained Commonwealth University.Scholarships, 
so it is quite possible that the nine schools in the sample, for various 
reasons, are higher on examination achievement. than Catholic girls’ schools 
generally. This is almost inevitably the case, since the "country” schools 
in this sample are all relatively large schools (the smallest sixth-form
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class in the sample is 35 - at $t. Margaret's), and all the "Beyond-Sydney" 
schools are multi-order schools, which tend to be v/ell organized and to 
have specialist teachers. The fact that this sample may be a "biassed" 
sample intellectually does not particularly matter, because fundamentally 
I am not interested in the number of scholarships won by individual schools, 
but in the underlying pattern of relationships between the various 
dimensions in the student’s world, and examination achievement is of course 
one of these dimensions.
Within this particular sample, there is great variation from school 
to school in the number of Commonwealth University Scholarships awarded; 
some schools , have more than 25c/° of students gaining Commonwealth 
scholarships, while in others the proportion is less than 17$» This 
discrepancy from school to school alerts one to the unreality of looking 
at examination success in isolation.from other factors: the selective 
policies of principals for instance, the holding power of the school, the 
number of Commonwealth Secondary Scholarships winners in the classes 
generally, and the average general ability of the class, not to mention 
the features of parental S.S.S. background.
Examination success is clorjrly a subtle and complex phenomenon, 
and as the recent research of Peaker (1967 and 197°) and Coleman (1966) 
have suggested, it.has more to do with the home than with the school.
General experience, which is partly supported by these studies, suggests 
that it involves the initial intellectual ability of the students, the 
example and motivation of parents and the general emotional stability of 
the home, the motivation and post-school aspirations of the students . 
themselves, the sort of learning experiences that they have at school, the 
kind of intellectual climate and achievement pressure that the school 
creates.
It has been found from the correlation analysis of the data for the 
total sample, that four variables are highly correlated v/ith actual Higher 
School Certificate results. The variables are: the type of scholarship 
held in fourth-form, the Advanced Test N, student aspirations for tertiary 
study and parental aspirations. Before discussing the next section of the 
chapter, the examination achievement factor, I want to refer briefly to 
each of these variables.
Fourth-Form Scholarships.
In fourth-form, students sit for the Commonwealth Secondary 
Scholarships Examination in four subjects: Written Expression,
Comprehension and Interpretation in the Humanities, Comprehension and 
Interpretation in Science, and Quantitative Thinking. Commonv/ealth
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Secondary Scholarships axe awarded on the basis of this,examination and 
performance in the final fourth-form public examination, the School 
Certificate Examination. Winners of these scholarships are granted up to 
$50 a term for school fees, $200 per annum living allowance as well as an 
allowance for books. Commonwealth Secondary Scholarship winners are not 
subject to a means test, and this has caused some debate in parliament and 
in the press in recent months, since Independent schools are achieving 
considerably more than their proportional share of scholarships (a fact 
indicated both by the Fensham study (1965) and Table 10.2 above), and 
Government schools considerably less than their proportional share. The 
Catholic schools are performing just about on average or slightly above it, 
as Table 10.2 indicated. In this particular sample only 16.4$ of students 
held a Commonwealth Secondary Scholarship, and as it has not been possible 
to get comparative figures for the numbers of Catholic girls and Catholic 
boys enrolled in fourth-form in 1970, I do not know whether this figure is 
above or below the average.
Besides these secondary scholarships granted by the Commonwealth, 
there are scholarships given in N.S.W. by the State Government on the 
results of the School Certificate Examination, though unlike the 
Commonwealth Secondary Scholarships, applicants for these scholarships are 
subject to a means test. Winners of these State Secondary Scholarships 
have a graduated living allowance according to the means test, and up to 
$40 a term for school fees. It is therefore much less financially valuable 
than the Commonwealth Secondary Scholarship; 82 students (14.5$) In the 
study had a State Secondary Scholarship. Apart from these two main sources, 
scholarships are offered by individual schools, as well as by various other 
organizations like the R.S.L., Rotary and Apex; 14 students (2.5$) had 
such scholarships. The great majority, however, 66.4$, had no fourth-form 
scholarship at all. The variable Fourth-Form Scholarship is scaled by 
assigning the following scores.
Commonwealth Secondary Scholarship : 1
State Secondary Scholarship. ; 2
Other Scholarship. : 3
No Scholarship. 1 4
The Advanced Test N .
The Advanced Test N was devised by the A.C.E.R. as a test of general 
ability for adults, and was taken by the students in July 1970. The purpose 
in having the students answer the test at all was to ensure some objective 
standard of general ability against which to assess the performance of 
individual schools on the Higher School Certificate. This Advanced Test N
is very like an I.Q,. "test, and scores range from 89 to 135« The actual 
results of the students in the sample are recorded below in Table 10.5*
Table 10»5
Frequency Distribution of Advanced Test IT Scores for Students in Sample.
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Scaled Scores Frequency
^  131
121-130 107
111-120 295
101-110 96
<  100 12
M e a n  117-04 N = 560
S.D. 8.5
Student Aspirations.
Student Aspirations were assessed on a three-point scale based on 
the student’s choice for post-school plans. The scoring used was as 
follows s
. University, College of Advanced Education (3 year course) 1
. College of Advanced Education, Primary Teachers’ College,
Diploma Courses in Technology (2 year course) 2
. Nursing, Secretarial or Technical College Courses (1 year) 3
*
. No future study, Uncertain. 4
This choice of post-school occupation was made by students in April 1970» 
and at that time, 42*5$ put University as their first choice; 33»7^ chose 
Teachers’ College, Colleges of Advanced Education or comparable courses.
In actual fact, 35i°  of the students in the 1970 sample entered Universities 
in 1971 and 33 rfo entered Teachers’ Colleges or Colleges of Advanced 
Education. The remaining 32°jo took positions mostly in the public service, 
banks or nursing; six students went abroad and 10 returned to school.
Parental Aspirations.
This is a variable already referred to in Chapter 8. It is a five 
item scale, concerning students’ perceptions of parents’ interest in and 
satisfaction with their daughter’s progress at school, their aspirations
* As cell 4 was so small in this sample, it v/as assigned a 
score value of 3«
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for her to continue to tertiary education, and their expectations and 
over-expectations of her as a student. The students’ aspirations for 
higher study, 76.2$ corresponded fairly v/ell v/ith parental aspirations, 
since 7 0.6$  of parents wanted their daughters to go on with tertiary 
education if they v/ere capable of it according to the students’ perceptions 
of parents’ aspirations. All of these variables; Fourth-Form Scholarship, 
the ildvanced Test N, Student Aspirations and Parental Aspirations have close 
associations with students' performance in the Higher School Certificate, 
and in the next section I propose to discuss the "examination achievement 
factor", and the inter-relationships betv/een the variables just discussed.
The Examination Achievement Factor.
As already indicated, there are four variables closely associated 
with performance in the Higher School Certificate: Fourth-Form Scholarship, 
General Ability, Student Aspirations and Parental Aspirations. In Table 
10.6 below is recorded the correlation matrix of these five variables, 
which I have called the Examination Achievement factor. As before, the 
highest correlation in each column is underlined once, and reciprocating 
correlations are underlined twice. For the sake of convenience, the Osiris 
Dictionary numbers have been retained, and as in previous chapters, the 
numbers are placed after the variables, to .facilitate matching of numbers 
outside the matrix frame.
Table 10.6
Correlations between Examination Achievement Variables.
Variables No. 50 77 95 96 97
Fourth-Form Scholarship 50 - 26 38 39 59
Parental Aspirations 77 26 - 04 20 32
General Ability (A.T.N.) 95 38 04 - 38 49
Student Aspiration 96 39 20 38 - 66
Higher School Certificate y ( 2 i 32 41 66 —
* Decimal points omitted.
An examination of Table 10.6 above indicates quite clearly that the 
Higher School Certificate is the dominant variable in the matrix, since all 
other variables have their highest correlation v/ith it; this is obvious 
from an examination of the underlining in row 5» What is particularly 
noticeable is the high correlation, 0.66, betv/een students’ aspirations 
for higher study and their actual performance in the Higher School
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Certificate. This item was answered by students in April of their final 
year, and the result seems curiously like a self-fulfilling prophecy. At 
any rate students in the sample who intended to continue to University 
gained about 500 or more on the scaled score in the Higher School Certificate 
and those who intended to go on to Teachers’ Colleges or similar two-year 
tertiary institutions scored between 400 and 500. The next most 
significant correlation with actual performance in the Higher School 
Certificate is the type of Scholarship held in fourth-form. Commonwealth 
Secondary Scholarship winners of 19^8 performed extremely well in the 
Higher School Certificate in 1970, and they account for 60$ of the 
Commonwealth University Scholarships gained in 1970. State Secondary 
Scholarship winners also perform reasonably well, when.their considerably 
lower S.E.S. parental background is taken into account, and they account 
for 13io of the Commonwealth University Scholarship winners in 1970. It is 
interesting to note that 25c/o of students v/ho held no fourth-form 
scholarship of any kind gained a Commonwealth University Scholarship in 
1970. In Table 10.7 below are recorded the proportions of Commonwealth and 
State Secondary Scholarship winners of 1968 to gain Commonwealth University 
Scholarships in 1970.
Table 10.7
Distribution of Previous Scholarships Among Commonwealth University 
Scholarship Winners in the Sample : Year 1970.
Commonwealth State 1970
Secondary Secondary Other No Commonwealth
Scholarships Scholarships Scholarships Scholarships University
1968 1968 1968 Scholarships
N=68 N=15 N=2 N=29 N=114
60 io 13$ Zjo 25$ 100$
The third highest correlation v/ith actual performance in the Higher 
School Certificate is the Advanced Test N, and the correlation in this case 
is 0.49» The final variable is Parental Aspirations or more strictly 
Students' Perceptions of Parental Aspirations, with.a correlation of 0.32.
A step-wise regression analysis on the total.sample, taking the Higher 
School Certificate as the dependent variable, yields fairly expectable 
results. In Table 10.8 these results are presented; r is the simple 
correlation coefficient already discussed, b is the standardized partial 
regression coefficient, and 100 rb is an estimate of the variance accounted 
for by these predictor varia’.-..es.
Results of Regression Analysis for Higher School Certificate Results, 1970«
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Table 10«8
Variable N=560 r b 100 rb
Student Aspirations «66 .43 28.4
Fourth-Form Scholarship • 59 .28 16.5
Advanced Test N .49 .20 9.8
Parental Aspirations .32 .14 4-5
Total Variance accounted for 100 R2 = 59.2
Further regression analysis showed that other items in the students’ home 
background and school environment accounted for an extra 4$ of the variance, 
but the obviously important predictors of examination success are the four 
given in the Table 10.8 above«
It might seen odd that the Student Aspirations variable accounts for 
so large a part of the variance, 28.4$; but by April of their final year 
students are likely to put University as their first choice if they are 
performing well at school. From an examination of the results of the 
stepwise regression analysis in Table 10.8 above, one could probably say 
that the Students’ Aspirations variable is an indication of the students’ 
expectations of success in the Higher School Certificate and of future 
opportunities. The Fourth-Form Scholarship variable is no doubt an 
indication of the students' past success, and would at least be a sign 
that the student has some reason for confidence. The Advanced Test N is 
probably an indication of generalized achievement or ability and no doubt 
measures at least something in common with the Higher School Certificate 
examinations. The Parental Aspirations scale is probably an indication of 
the general pattern cf parent-student reciprocity of expectation for 
academic success. Parental interest and aspiration may not directly cause 
that success, and the students’ past academic achievement is no doubt the 
ground on which both parents and students base their expectations. As 
Chapter 8 indicated, there does not appear to be much evidence of parental 
over-expectations of the students.
Effect of Parental S.E.S. on Examination Achievement.
A great deal of previous research on examination achievement has 
shown the importance of parental S.E.S. and this study is no exception.
The daughters of professionals and University educated mothers and fathers 
perform significantly above the mean in the Higher School Certificate, and
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in the proportions gaining Commonwealth Secondary Scholarships and 
Ccumonwealth University Scholarships.. However, there are some unexpected 
results in this sample also. The daughters of Unskilled Workers perform 
nearly as we11 as the daughters of Professionals in the Higher School 
Certificate, and the daughters of blue-collar workers generally perform 
better than the daughters of white-collar workers, at least in the Higher 
School Certificate. The reasons for these rather unexpected results are 
probably that by sixth-form, a definite social selective process has taken 
place, and apparently only the abler daughters of blue-collar workers get 
to the sixth-form.
In Table 10.9 below there is a report of the Higher School 
Certificate Scaled marks, the Advanced Test N score and the percentage 
aspiring for university in the main occupational groups already discussed. 
One slight change has been made in the occupational categories - to divide 
the group of Managers, into those who have completed secondary school and 
those who have not; the greater majority of the latter group are small 
farmers and shopkeepers, generally with primary education only. There is 
no clearly discernible pattern in the Higher School Certificate marks, and 
very little on the Advanced Test N scores, for the daughters of the various 
occupational groups. What is striking about Table 10*9, however, is the 
obvious association of Student Aspirations for University with Parental 
S.E.S.; 59$ of professionals’ daughters aspire to go to the University, 
while only about 33$ of the daughters of Semi-skilled and Unskilled workers 
plan tc go to University.
Table 10*9
Students’ Examination Achievement and University Aspirations for
Father’s Occupational Groups
Occupational
Categories
H.S.C.
Mean
Score
Advanced 
Test N 
Mean 
Score
University
Aspirations
$ N
Professional 481 117.6 59.2 120
(Managerial 474 116.8 48.3 87
(Farm er/Shopke ep er 451 116.7 38.2 55
Clerical 479 118.0 38.7 111
Skilled 481 116.7 35.1 97
Semi-skilled 462 116,3 32.7 52
Unskilled 480 115.6 34.2 38
Mean 474 117.0 42.5 560
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The curious thing to note about Table 10.9 above is that the 
daughters of white-collar workers perform slightly less v/ell than.the 
daughters of blue-collar workers in the Higher.School Certificate, but 
perform slightly better on the Advanced Test N, and are significantly 
higher on University Aspirations. These results are recorded below in 
Table 10.10.
Table 10.10
Students' Examination Achievement and University Aspirations for 
White-Collar and Blue-Collar Occupational Groups.
Status of Occupation H.S.C.
Mean
Scores
Advanced 
Test IT 
Mean 
Scores
Students?
University
Aspirations
1o N
White-Collar 'Workers 472.6 117.4 46.5 374
Blue-Collar Workers 477-1 116.4 34.4 186
Mean 474.4 117.0 42.5 560
In Table 10.11 below there is an attempt to set the students*
examination achievement beside the parental S.E. S. background. Instead of
taking the six occupational categories, I have taken three only; 
Professionals and Managers, Clerical and Skilled Workers, Semi-skilled and 
Unskilled Workers. In Table 10.11 below, High S.E.S. Fathers refers to 
Professional and Managerial Fathers, Middle S.E.S. refers to Clerical and 
Skilled Workers, and Low S.E.S. refers to Semi-skilled and Unskilled 
Workers. This cuts across the more usual white-collar/blue-collar 
categorization, but almost any occupational division is beset v/ith 
difficulties. In Table 10.11 are set.down the modified standard scores 
of the main S.E.S. parental variables, and the main variables already 
discussed on the examination achievement factor, for the three main 
occupational groups. It will be obvious from this table and from 
subsequent tables that students from the middle group, whether "middle"
*
refers to parental occupation or S.E.S. of the school, perform 
consistently better than either the high S.E.S. group or the low S.E.S. 
group.
* This is a reference forward to the discussion of 
Table 10.14«
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Student Examination Achievement by Occupational uroups i Modified
Standard Scores.
Table 10.11
Eigh S.E.S. 
Fathers 
N=262
Middle S.E. 
Fathers 
N=208
S. Low S.E.S . 
Fathers 
N=90
Modified Standard Scores
Parental S.E.S.
Father’s Occupation +89 -39 -236
Father's Education +52 -31 -103
Mother’s Education +31 -23 - 39
Parental Aspirations 
(a/c Student's Perceptions)
0 - 2 + 4
Student Performance
Student Aspirations +10 - 8 -15
Advanced Test N (A.T.N.)
•X--K-
+ 1 + 4 -12
Fourth-Form Scholarship - 8 + 8 - 6
Higher School Certificate - 2 + 5 - 6
It needs to be kept in mind that this variable Fourth-Form 
Scholarship includes both Commonwealth and State Secondary 
Scholarship winners. While Table 10.T<£below indicates that 
daughters of Professionals and Managers gain more than their 
proportional share of Commonwealth Secondary Scholarships, 
the means test operating in the State Secondary Scholarships 
ensures that considerably fewer students v/hose fathers are 
in the high occupational categories gain State Secondary 
Scholarships at fourth-form level.
There are a number of interesting features about Table 10.11, only 
three of which are mentioned here. In the first place,. despite the very 
favourable Parental S.E.S.. background of the first group, the daughters of 
professionals and managers, their academic performance is relatively poor. 
The possible reasons for this phenomenon are that these students tend to be 
concentrated in the,Sydney Private schools - a point to be discussed later. 
In the second place, the table indicates that the third group, the 
daughters of Semi-skilled and Unskilled Workers are from relatively 
disadvantaged homes, at least in comparison with the sample as a whole, 
and students’ scores are correspondingly below the mean. One significant 
feature of this table is the comparatively high Parental Aspirations of the 
Low S.E.S. group in comparison with the Students’ own aspirations.
Students’ Aspirations are very closely allied to Parental S.E.S. and this
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is indicated very clearly on every scale, there being an almost perfect 
progression of student aspirations for University entry as one moves up the 
occupation scales and the education scales for both parents. This 
comparatively high Parental Aspirations for this Low S.E.S. group (at least 
in the perceptions of the students), might well be an indication of genuine 
ambition on the part of parents who have been deprived themselves and who 
see the advantages of education for their daughters’ opportunities of 
advancement. The third important feature about the table is the 
comparatively high performance of the daughters in the Middle S.E.S. group, 
and, as already indicated, this pattern is going to recur when the S.E.S. 
of schools is discussed.
There is one important way to extend this comparison of Student 
Examination Achievement by Parental S.E.S. and this is to compare the 
number of Commonwealth Secondary and University Scholarships gained by the 
students from the three groups of homes. The results here indicate quite 
clearly that students of high S.E.S. fathers gain more than their share of 
both types of scholarship, and students of low S.E.S. fathers gain less 
than their share of both types of scholarship. In Table 10.12 below are 
recorded the number of Commonwealth Secondary and University Scholarships 
gained by students of fathers from the three occupational groups. This 
table is meant to be taken in conjunction with the previous Table 10.11; 
the slightly different results recorded in each table indicate that it is 
difficult to establish a satisfactory criterion for examination success.
On Table 10.11 the actual mean score in the Higher School Certificate v/as 
the criterion of success; in Table 10.12 below, the criterion of success 
is the number of Commonwealth Secondary and University Scholarships gained.
Table 10.12
Percentage of Students Gaining Commonwealth Secondary Scholarships 1968 
and Commonwealth University Scholarships 1970 by Occupation of Father.
Occupations
Commonwealth
Secondary
Scholarships
1968
io of
Total
Sample
i°
Commonwealth 
University 
Commonwealth 
Scholarships, 
1970 .
Professional-
Managerial 262 50.0 46.8 54.4
Clerical-
Skilled 208 38.0 37.1 35.1
Semi-skilled-
Unskilled 90 12.0 16.1 10.5
560 100.0 100.0 100.Q.
If education is taken as the criterion of parental S.E.S., the 
results are similar in some ways to those already discussed. The more 
highly educated parents have daughters who generally secure more than their 
proportional share of Commonwealth.Secondary and University Scholarships.
It is interesting to note, however, that the daughters of primary educated 
parents are also generally securing slightly.more than their proportional 
share.of both types of scholarship. However, only in one educational 
group, for each parent (where the father has completed secondary, or the 
mother has had junior secondary education only,) is there serious 
under-representation. This will be obvious from an examination of Table 
10.13 below.
Table 10.13
Percentage of Students Gaining Commonwealth Secondary Scholarships 1968 
and Commonwealth University Scholarships 1970 by Education of Parents.
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Education 
of Parents
N
z»
Commonwealth
Secondary
Scholarships
1968
1°
Total
Sample
*
Commonwealth
University
Scholarships
1970
Father
University Degree 111 23.9 19.8 28.9
Part Degree/Diploma 125 23.9 22.3 23.7
Completed Secondary 73 6.5 13.0 6.1
Some Secondary 180 29.3 32.1 28.9
Primary/No Formal 
Schooling
71 16.3 12.7 12.3
Total 560 100 100 100
Mother
University Degree 34 14.1 6.1 14.9
Part Degree/Diploma 90 15.2 16.1 18 .4
Completed Secondary 85 14.1 15.2 13.2
Some Secondary 270 40.2 48.2 37.7
Primary/No Formal 
Schooling
81 16.3 14.5 15.8
Total 560 100 100 100
An examination of Table 10.13 above reveals the facts already 
recorded, about the advantages of students whose.parents are University 
educated. If the father has a University degree, students gain 4$ more than 
their share of Commonwealth Secondary Scholarships, and 9$ more than their 
share of Commonwealth University Scholarships. If the father has a part
degree/diploma, students gain just slightly more than their proportional 
share, about 1$. For some reason, the least successful group of students 
are those whose fathers have had secondary education only, and in both 
Secondary and University Scholarships, this group gains just half its 
proportional share. Students whose fathers are in the other two educational 
groups show an interesting contrast. If the father has had some secondary 
education, students gain about 3 or 4i° less than their proportional share 
of scholarships; if the father has had primary schooling only, the students 
in this sample score about Affo more than their share of Commonwealth Secondary 
Scholarships, and about exactly their proportional share of Commonwealth 
University Scholarships.
An examination of the second part of the table on mother’s education 
reveals a relatively similar pattern, and it would be tedious to analyse the 
minor differences. The general point that emerges, however, is that primary 
educated parents, whose daughters are still at school in sixth-form are 
performing reasonably well, though expectably less well than students whose 
parents are university educated.
The Effect of School S.E.S. and Organization.
As already indicated, there.is a wide diversity.in the nine schools 
of the study, a diversity of origin, history, geography, S.E.S. and school 
organization. In the following pages, there is a comparison of examination 
performance by students in the sample, first by School S.E.S. and 
Organization, and then simply by School S.E.S. There has been a great deal 
of discussion throughout the study of the division of schools into Sydney- 
Beyond Sydney, High S.E.S.-Low S.E.S., and Single-Order/htulti-Order 
Organization. In the first part of this section, there is a discussion of 
student performance on the basis of this Sydney-Beyond Sydney division of 
schools; in the second part, there is a discussion of the performance of 
students from the various schools, where the division is based solely on 
the S.E.S. of the school, and gets away altogether from locality and school 
organization. This latter division of schools on the basis of S.E.S. was 
discussed in Chapter 3, in Table 3*11*
Examination Achievement of Schools in Sydney and Beyond S y d n e y .
In Table 10.14 below there is a record of the examination 
achievement of students from the Sydney Private and the Sydney Regional 
schools, and these results are put beside the S.E.S. background of the 
schools. The table shows quite clearly that despite the favoured home 
background of the students in the Sydney Private in comparison with the 
Sydney Regional schools, the examination results of the former are
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considerably below those of the latter; if these were simple random 
samples, the differences in performance on the Higher School Certificate 
would be significant at the 5$ level. However, in interpreting the table, 
certain features of the schools have to be kept in mind. In the first 
place, the Private schools.have much greater holding power than the 
Regional schools in Sydney, a point that was discussed at length in Chapter 
2; while about 58$ of the original first-form cohort are still at the 
Private schools by sixth-form, only about 30$ of the Regional schools’ 
original cohort is still in the school by sixth-form. In these latter 
schools, there tends to.be a streaming out and creaming in process at work 
at the fifth-form level, and this has undoubted effects on the students’ 
intellectual.calibre generally. As well as this, there is the extra point, 
already made, that at least some Regional school principals actively 
discourage the less able students from continuing to sixth-form, while 
there is a v/ell known tendency, for the more well-to-do parents to keep 
their daughters on at school till sixth-form, generally in the hope that the 
students.will benefit from the extra schooling. This often means, in 
practice, that Private schools generally have many students of rather 
mediocre intellectual ability, and little academic achievement motivation.
Apart from these differences, due to the actual structure of the 
schools, there are inevitable variations within one school from year to 
year: Sion Convent, one of the Sydney Regional schools,had an exceptionally 
able class in sixth-form in 197Q, while Cavan Park, a Sydney Private school, 
had an exceptionally poor class, at least in the opinion of the principal. 
This same phenomenon is operating in schools Beyond Sydney, where both 
All Hallows and St. Margaret’s had exceptionally good classes, in the 
estimations of their principals.
The great differences between parental background and examination 
achievement of the two groups of Sydney schools are shown below in Table 
10.14.
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Parental Background and Examination Achievement of Sydney Schools 
by School S.E.S. : Modified Standard Scores.
Table 10.14
Description of Variable
Modified Standard Scores.
Sydney Private 
High S.E.S. 
N=168
Sydney Regional 
Low S.E.S. 
N=193
Father's Occupation +59 -37
Father’s Education +40 -28
Mother’s Education +32 -23
Student Aspirations 1970 +20 - 8
Actual University Entry 1971 + 5 - 3
A.T.N. (A.C.E.R. Test) 1970 - 6 + 1
Fourth-Form Scholarships -24 +18
Higher School Certificate -15 +15
* The Sydney schools in this sample are single-order schools.
An examination of Table 10.14 above reveals the fairly consistent 
relationship already mentioned between.Student Aspirations and S.E.S. of 
the home or the school. In this table, the Student Aspirations score is 
+20 for the Sydney Private schools, and -8 for the Sydney Regional schools. 
An examination of the table also reveals the fact that actual university 
entry in 1971 is also closely associated with S.E.S.;on actual examination 
performance, however, the scores of the Private Schools are consistently 
below those of the Regional Schools.
While the comparisons in Table 10.14 between the two groups of 
Sydney schools suggests that High S.E.S. of the School is associated with 
low examination achievement, the pattern for. the Beyond Sydney groups is 
quite different. In these groups of schools, the pattern is High S.E.S. of 
the School, high examination performance; a study of Table 10.15 below 
reveals this fact quite convincingly. The only exception to this perfect 
pattern occurs in the Fourth-Form Scholarships variable which, as already 
indicated, is biassed in favour of students from Low S.E.S. parental 
background. In Table 10.15 the examination achievements of the students 
from the High and Low S.E.S. schools (A.C.T. Regional, N.S.W. Regional) are 
recorded beside the S.E.S. backgrounds of the schools.
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Parental Background and Examination Achievement of Schools Beyond 
Sydney by School S.E.S. ; Modified Standard Scores.
Table 10.15
Modified Standard Scores.
Description of Variable
A.C.T. Regional 
High S.E.S. 
N=93
N.S.W. Regional 
Low S.E.S. 
N=106
Father’s Occupation +11 -44
Father’s Education +39 -44
Mother’s Education +16 -23
Student Aspirations 1970 + 1 -17
Actual University Entry 1971 + 8 - 5
A.T.N. (A.C.E.R. Test s 1970) + 4 - 6
Fourth- Form Scholarships -17 +23
Higher School Certificate +10 -12
* The Beyond Sydney group of schools in this sample are 
Multi-Order schools.
To get some idea of the remarkable differences in pattern between
the schools in Sydney and Beyond Sydney, I.have recorded these last two
tables, Table 10.14 and 10.15 in one table, Table 10. 16. In this table the
schools are grouped in the rank order of S.E.S., with the Sydney Private
Schools in the first column, and the N.S.W. Regional schools in the last
column.
Table 10.16
Parental Background and Examination Achievement of Schools by
Locality and S.E.S. of School : Modified Standard, Scores.
Modified Standard Scores.
Beyond
Description of Variable Sydney Sydney
High S.E.S. High S.E.S. 
N=168 N= 93
Beyond
Sydney Sydney 
Low S. E. S. Low S. li/. S. 
N=193 N=106
Father's Occupation +59 +11 -37 -44
Father's Education +40 +39 -28 -44
Mother's Education +32 +16 -23 -23
Student Aspirations 1970 +20 + 1 - 8 -17
Actual University Entry 1971 + 5 + 8 - 3 - 5
A.T.N. (A.C.E.R. : 1970) - 6 + 4 + 1 - 6
Fourth-Form Scholarships -24 -17 +18 +23
Higher School Certificate -1 5 +10 +15 -12
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An examination of Table 10.16 above reveals the similarity between 
the S.E.S. backgrounds of the Sydney Private and the A.C.T. Regional 
schools, as well as the similarity between the Sydney Regional and N.S.W. 
Regional schools. How then does one account for the marked differences in 
the Higher School Certificate results? The general ability measured by 
the Advanced Test N (abbreviated to A.T.N.) is one determinant of 
examination results, and it is noticeable in Table 10.16 above that there 
is an obvious correlation between the two: -6, -15 in Sydney Private 
schools, +4, +10 in A.C.T. Regional schools, +1, +15 in Sydney Regional 
schools, and -6, -12.in N.S.W. Regional schools. There are other 
determinants,however, of examination success,,and not the least of these 
could be the selective policies of principals, and the characteristics of 
students generally and these characteristics are largely dependent on the 
areas served by the schools.
What is obvious from Table 10.16, however, is that the, "middle'’ 
groups in the table of the A.C.T. Regional and Sydney Regional, have the 
most successful students. ,The extreme groups, the highest S.E.S. group, 
the Sydney Private schools, and the lowest S.E.S. group, the N.S.W. Regional 
are the least successful, and there, is a remarkable similarity in the 
results of these two extreme groups, in the Advanced Test N: -6, -6, and 
on the Higher School Certificate: -15» -12. Because of the bias of the 
Fourth-Form Scholarships variable towards the low S.E.S. group, it is 
inevitable that the N.S.W. Regional schools group would be considerably 
higher on the Fourth-Form Scholarship variable.
Examination Achievement by S.E.S. of S c h ools.
Instead of dividing the schools according to locality and 
organization, as in Tables 10.15-10.16 above, I propose here to divide 
them simply on the S.E.S. of the school. In Table 10.17 below the 
examination achievement for the students of the three groups are recorded 
beside the S.E.S. backgrounds of the schools. The High S.E.S. schools are 
Mitchell Hall, Cavan Park and All Hallows; the Middle S.E.S. schools are 
Trinity College, Sion Convent and St. Mary's.
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Table 10.17«
Parental Background and Examination Achievement by S.E.S. of 
School s Modified Standard Scores.
Modified ' Standard Scores.
Description of Variable
High S.E.S. 
Schools 
N=217
Middle S.E. 
Schools 
N=183
S. Low S.E.S. 
Schools 
N=160
Father’s Occupation +52 -27 -40
Father’s Educ at i on +44 -11 -45
Mother’s Education +34 -16 -35
Student Aspirations 1970 +14 - 2 -19
Actual University Entry 1971 +12 + 9 -10
A.T.N. (A.C.E.R.) 1970 + 4 - 2 - 3
Fourth-Form Scholarship -2 3 + 7 +23
Higher School Certificate - 8 +13 - 4
An examination of Table 10.17 above reveals quite clearly that 
Student Aspirations, Actual University Entry and the Fourth-Form 
Scholarship variable are all associated with S.E.S., a point that has 
already been made in reference to previous tables. Differences in the 
achievement of students from the three groups of schools are slightly less 
pronounced than in Tables 10.15 and 10.16 above, but as before it is the 
middle group that is most successful. The Parental Aspirations score for 
this middle group: +10, is considerably above that of the High S.E.S. 
schools: -9, or the Low S.E.S. schools: -1. Because of this, it would be 
easy to conclude that the parents of Middle S.E.S. School students are; the 
most ambitious for their daughters’ success; and, as the Cost of Schooling 
variable indicates , as a group they are making some real sacrifices to 
keep their daughters at school to sixth-form. While the parents themselves 
have had less education than the.parents in the sample as a whole, they are 
in no way educationally deprived, as one suspects the parents of the Low 
S.E.S. Schools' students might be.
As in Table 10.16 above the students of the highest and lowest 
S.E.S. schools perform less well. It could be of some satisfaction to
* For reasons of space, it has not been possible to record this 
data on Cost of Schooling in the body of the study. The modified 
standard scores for the three groups in the Cost of Schooling 
are: High S.E.S. Schools, +22; Middle S.E.S. Schools, -12;
Low S.E.S. Schools, -12.
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advocates of educational opportunity to see that the students in the High 
S.E.S. schools perform less well on the.Higher School Certificate than the 
students in the Low S.E.S. Schools: -8, in comparison with -4, but one has 
to remember that selection has definitely taken place and that there are 
certain features of the Sydney Private Schools that do not make for 
examination success.
Conclusion.
In this chapter on lamination Achievement I have taken up six main 
points. In the first place, there was a brief discussion of the relationship 
between education and examinations, particularly in New South Wales, and the 
suggestion that public examinationsin this state are undermining education. 
Next there was a brief review of the literature, discussing the achievement 
of Catholic school pupils. .This review suggested that in the period befpre 
about 1965 Catholic schools, at least in the United States and Australia, 
appeared to be less successful than their public school counterparts in 
producing good examination results. Since 1965, however, there is some 
evidence that Catholic schools may be performing as well as or even better 
than their public school counterparts. This is not seen as necessarily a 
"good thing", and the implications of the possible changes in student 
orientations and parental expectations are discussed in a later chapter.
In the next section of the chapter there v/as a discussion of the 
actual examination achievement of Catholic schools generally in 1970 in the 
Higher School Certificate. The results there showed that, possibly for the 
first time, the achievements of students from Catholic girls’ and Catholic 
boys’ schools are about equal, and that the students in the nine schools in 
this sample perform considerably above the average for Catholic schools 
generally in the state. In section four of the chapter there was an analysis 
of the variables associated with examination achievement, and a stepwise 
regression was carried out to show the amount of variance accounted for by 
each of the relevant variables: Student Aspirations, Fourth-Form 
Scholarships, General Ability, (A.C.E.R. Advanced Test N) and Parental 
Aspirations.
In the final two sections of the chapter there was a discussion of 
the effect of S.E.S. on examination achievement. In part five the discussion 
centered on the effect of parental S.E.S., and revealed the fairly 
expectable results that the daughters of high occupation and high education 
category parents tend to perform, above the average. At the same time there 
were some interesting deviations, in that the daughters of unskilled fathers 
and primary educated parents also tended to perform above the average. The
271
reasons for these unusual results are undoubtedly that selection has taken 
place by sixth-form, and only the abler students from Low S.E*S. homes 
actually get to sixth-form.
The final section of the chapter concentrated on the S.E.S. of the 
school rather than of the individual student. When the schools were 
divided on the basis on Locality and S.E.S. (Sydney-Beyond Sydney etc.) 
quite different patterns emerged for this relationships between examination 
achievement and the S.E.S. of the schools. As this.section has just been 
discussed there is no need for further summary here, except to point out 
that the "middle" S.E.S. groups in the four-fold division were the most 
successful on examination results, when the schools were divided on the 
basis of S.E.S., a similar pattern emerged w ith the "middle" group 
performing well above the sample average.
There are a number of other issues that could be taken up in this , 
chapter on examination achievement. Except for one relatively small point, 
however, I intend to end the discussion here. The point so far omitted 
concerns the correlational analysis of the 15 items on students' leisure 
activities, and while these items were actually included on the Religious
■¥r
Outcomes Inventory, the m ain scale formed, Cultural Activities is closely 
associated with examination achievement, as the next chapter will show.
The Cultural Activities scale in many ways is a fitting conclusion to the 
whole of Part III, since it has significant connections with student 
involvement in school activities, student ideal goals, parental 
socio-economic background, as well as examination achievement.
* Cultural Activities is a six-item scale containing activities 
such as playing or listening to serious music, going to the 
theatre or ballet, discussion of politics or religious, 
reading poetry, singing in a choir or folk group, watching 
serious T.V. The scale has a reliability coefficient of 0.70.
Part IV
RELATING
Chapter 11
STAFF AND STUDENT VARIABLES IN THE CULTURAL 
ENVIRONMENT OF THE SCHOOL
Construction of Model 1 Relating Staff 
and Student Data.
Chapter 12 : Characteristics of High and Low Achievers 
in the Nine Catholic Schools.
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CONSTRUCTION OF MO D E L  1 RELATING STAFF AND STUDENT DATA
This chapter deals with Stage II of the Data Analysis, and is 
concerned with relating the various dimensions of the student and staff data 
discussed at length in Part III. These dimensions included the students' 
ideal and actual goals, their perceptions of the principal and of the morale 
of the school, their enjoyment of school, the various influences on their 
religious development, their religious outcomes and their examination 
achievement. The discussion of staff data included a consideration of 
Sisters' ideal goals, and both lay and religious staff's perceptions of the 
climate of the school. After a definition of terms used, the chapter is 
divided into two main parts, one dealing w ith the construction of Model 1, 
the other with an examination of key points on Model 1. Model 1, in the 
context of this chapter, simply refers to the diagrammatic representation 
of the statistical relationships between the dimensions of the student and 
staff data, and is reproduced on the following page in Figure 11.1. 
Throughout the chapter, there will be references to this main model and then 
to particular parts of it which have been isolated and then illustrated in 
some detail in Figures 11.5 and 11.6. A cursory examination of the model 
in Figure 11.1 reveals the fact that code letters A,B,C,...P have been used 
to specify particular points on the model.
Definition of Terms Used in the Chapter
In this chapter the word cluster is used to describe a group of 
variables at a particular point on the model, and receives its name at that 
point from the most important variable in the cluster. Point E, for 
instance, contains three variables: Principal, Morale, Supports, and the 
variables have been linked together in one cluster on both statistical and 
logical grounds. The statistical inter-correlations are given in Table
11.1 below and the highest correlation in each column is underlined, 
showing that statistically at least the Morale variable is dominant in the 
cluster. The cluster in turn receives its name from this most dominant 
or significant variable, and is called Student M o r a l e . As before, the 
Osiris II Dictionary numbers have been used to identify the variables and 
the numbers are placed after the variable name to facilitate matching of 
numbers outside the matrix frame; this practice is continued throughout 
the c h a p t e r .
Chapter 11
‘ I L h j s t r ^ t i ^ c  S t a f f  a n d  S t u p e m t  D a t a
C h r istia n  OoctrinC 
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Table 11.1
Correlation Matrix* of Variables at Point E: Student Morale
Variable at Point E
Principal 71
Morale 72
Supports 73
71 72 73
53 34
5 3 - 5 3  
34 53
* Decimal points omitted
The term factor is used to refer to a group of clusters, or more accurately 
to a group of clusters and variables having some common and unified meaning 
Thus the points E, F, G, H, I in Figure 11.1 above referring to Student 
Morale (E), Student Perceptions of Actual Goals, (F, G), Loyalty, (H) and 
Openness to School Religion, (I), all refer in some way to the students' 
experiences of the school, and for this reason this factor has been called 
Students' School Environment.
From all the data collected there are six such factors, one from staff 
data called Staff Environment, and five from student data called Students' 
School Environment, Student Ideals and Cultural Activities, Religious 
Outcomes, Examination Achievement and Socio-Economic-Religious Background. 
The use of the word factor has been influenced by the fact that from an 
analysis of the student data these five distinct factors were also 
identified by the Varimax rotated factor matrix. Four of the five factors 
from student data are clearly connected, as will be obvious from 
discussions in the following pages, but the Socio-Economic-Religious 
Background factor is relatively independent of the other four factors, and 
is not represented on Figure 11.1 above. I say "relatively independent" 
because there are no obvious connections between this factor as a whole and 
other factors derived from student data.
This Socio-Economic-Religious Background factor has already been 
discussed at length in Chapter 3. For the present, it is sufficient to 
repeat that it is not a particularly well defined factor, that there are 
ambivalent relationships between parental S.E.S. and religion, and that 
while individual variables on the factor are significantly related to 
other factors on student data, the factor as a whole is not. A  copy of 
the Varimax rotated factor matrix is included below in Table 11.2 and an 
examination of that table reveals that Mother's Religion and Parental 
Religiosity load significantly on the Student Religious Outcomes factor.
I intend to refer to this factor matrix on several occasions in the 
chapter.
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Varimax Rotated Factor Matrix (Normalized Solution) 
on Student Data
Table 11.2
Description of 
Variable
S t u d e n t s ' 
School 
Environment
Religious
Outcomes
Examination
Achievement
Student 
Ideals and 
Cultural 
Activities
S.E.S. - 
Religious 
Background
Factor 1 Factor 2 Factor 3 Factor 4 Factor 5
Father's Occupation -.57
Father's Education -.60
Mother's Education -.56
Father's Schooling -.52
Mother's Schooling -.44
Father's Religion -.50
Mother's Religion .36 -.29
Number of Siblings -.41
Journals Taken -.51
Parental Influence .46 -.31
Parental Religiosity .45 -.40
Cultural Activities .28 -.32 -.31 -.26
Actual Lib.Educ.Goal .72 -.34
Actual Social Ed.Goal .70 -.29
Actual Relig.Ed.Goal .46
Actual Exam.Achiev.Goal .29 -.34
Principal .62
Morale .81
Supports .59
Discipline .40
Enjoyment of School .51
Attitude to C.D. .46
Sch.Attitude to Exams .41
Loyalty to School .56
Involvement in School .31 -.30
Influence of Teachers .45 .39
Influence of C.D. .42 .41
Ideal Lib.Ed. Goal -.80
Ideal Social Ed. Goal -.72
Ideal Rel.Ed. Goal .41 -.57
Ideal Exam Achiev. Goal -.27
Influence of Friends .32
Influence of Church .51
Influence of Priest .43
Integration .30 -.26
Post Vatican Theology .59
Pre Vatican Theology .56
Religious Values .74
Religious Practice .64
Parental Aspirations -.33
Form 4 Scholarship -.71
Advanced Test N -.63
Student Aspirations -.73
Higher School
Certificate -.85
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Religious Outcomes : Points J,K^, M.
Examination Achievement : Points H^, N,0,P.
To clarify the use of the word factor in this chapter and to show how 
factors are represented on the model, the following schema is presented:
Factor 1: Staff Environment : Points A,B,C.
Factor 2: Students' School Environment : Points E,F,G,H,I.
Factor 3: Student Ideals and Cultural Activities : Points J,K,N.
Factor 4
Factor 5
Each of these factors, containing five or more variables, is a 
reasonably coherent whole. It will be noted that factors 2-5 correspond 
to the first four factors on the Varimax rotated factor matrix reproduced 
in Table 11.2 above. The factor on staff data is not included in Table
11.2 because, for the reasons given in Chapter 6, there are some problems 
associated with it; this factor is discussed separately after the 
discussion of student data. It will be obvious from the schema above that 
occasionally the same letter occurs in two factors, the reason being, as an 
examination of the factor matrix in Table 11.2 indicates, that 9ometjLmes’ 
a variable loads significantly on two factors.
One other point needs to be made about the factors above, and this is 
important in the discussion of the model. Two of the factors, the 
Religious Outcomes factor and the Student Ideals and Cultural Activities 
factor, may be combined to form a single factor.* This "combined" 
factor, called the Students' Larger Cultural and Religious Environment, 
forms the second major section of the model in Figure 11.1 above, 
comprising points J, K, L, M, N. The reasons for combining these two 
factors are that statistically there are significant correlations between 
the various clusters, and logically one would expect associations between 
student ideals and religious and leisure activities. The results of the 
factor analyses of these various factors are included below in Table 11.3.
* It will be noted that an extra cluster, L, Non-School Religion, has 
been added to this combined factor. Non-School Religion is a four 
variable cluster containing the items on the influences on s t u d e n t s ' 
religious development: the influence of parents, friends, some 
special priest, the local church. As Figure 11.1 indicates, this 
cluster has significant but rather low correlations with other points 
on the main Religious Outcomes factors: 0.14 with Integration (J), 
0.20 with Student Religious Outcomes (M), and 0.24 with Ideal 
Religious Education Goals (K ). For theoretical reasons, I want to 
keep the Religious Outcomes factor" (J,K^,M) quite distinct from 
"influences" on Religious Development (L).
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Results of Factor Analyses of Variables* on 
Staff and Student Data
Table 11.3
Factor Description of 
Factor
No. of 
Variables
7o Variance
Accounted
for
Reliability
Coefficient
1 Staff Environment 9 46 .85
2 S t u d e n t s ' School Environment 12 38 .86
3 Student Ideals and Cultural 
Activities 5 41 .72
4 Religious Outcomes 5 49 .75
5 Examination Achievement 7 40 .74
3+4 Students' Larger Social 
Cultural and Religious 
Environment 12 28 .77
* The word variable in this context refers either to scales or 
to individual items (see Chapter 6, p. 142 ).
Construction of Model 1
After Stage 1 of the Data Analysis, the student data were reduced 
from over 200 single items to 56 variables, comprising 32 scales and 24 
single items. This reduction of student data to the various scales was 
discussed at length in Chapters 7, 8, 9. Scores on these variables were 
computed, so that each student had a score on the 56 variables as well as 
on the Advanced Test N, the Student Aspirations scale and the Higher School 
Certificate, which were discussed in Chapter 10. The scores on these 59 
variables were then intercorrelated, and at this Stage II of the Data 
Analysis, Model 1 is constructed.
This second stage of analysis of data has a different purpose from the 
first and hence requires a slightly different statistical technique. At 
the first stage, the aim was to identify clusters of related items and 
M c Q u i t t y fs method of elementary linkage analysis, checked by principal 
components analysis, is ideally suited to such a task. However, 
elementary linkage analysis of the prime matrix hardly ever exhausts all 
the statistically significant information in that matrix. It is usually 
necessary successively to condense the matrix by some other method, such 
as McQuitty's method of hierarchical linkage analysis, in order to reveal 
and represent the pattern of relations between the variables, or clusters 
of variables, that is implicit in the matrix of their intercorrelations.
Any subsequent causal inferences about the relations between variables 
would have to be consistent with the observed intercorrelations.
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In this case, 35 of the 59 variables derived from student data and 
nine variables from staff data emerge as forming an interconnected system. 
The diagram of these interconnections is what is referred to as Model 1.
It will be noted that this is an empirical model which uniquely reflects 
the totality of observed correlations; at no point is its structure 
determined by subjective judgements. It should also be noted that Model 1 
takes the individual student as the unit of study; it would be possible, 
though it has not been done in this study, to construct a model taking the 
school as the unit of study.
Of the 24 unrelated variables, 16 refer to socio-economic-religious 
background and have been discussed elsewhere; eight variables have been 
omitted altogether because they did not add any extra information or 
because they were weakening the association between key points on the 
model. The eight variables omitted are the Ideal Goal of Examination 
Achievement, the Ideal and Actual Goals of Personal Reverence and Individual 
Success, School Attitude to External Examinations, Social Responsibility, 
and Parental Support. There are other variables in the model, however, 
which have been retained, but which are only "fringe" variables; that is, 
they have strong associations with one point of the model but not with the 
model as a whole. Examples of such fringe variables are given in the 
complete diagram for each section; they occur at points D, E^, H^, M^,
^2* an<* discussed in due course.
What I propose to do here is to show how Model 1 is generated by 
reanalysing one section of it in detail. It needs to be remembered, 
however, that in the original matrix at the beginning of the second stage 
of the analysis there were 59 variables. These 59 variables were 
eventually reduced to six main factors, one of which is the S t u d e n t s’
School Environment factor. I intend to analyse in some detail this 
section of the larger 59 x 59 matrix, and after that, simply to indicate 
the results of other analyses. In Table 11.4 is recorded the 
correlation matrix for the 12 variables on the Students' School 
Environment. The highest correlation in each column is underlined once 
and reciprocating correlations are underlined twice. To ensure 
uniformity of presentation among"the various correlation matrices of the 
four main parts of the model: Staff Environment (points A,B,C),
Students' School Environment (E,F,G,H,I), Students' Larger Cultural and 
Religious Environment (J,K,L,M,N) and Examination Achievement (H^,N,0,P), 
the correlation matrices record the code letter and names of variables 
in full at the first presentation.
'Table 11.4
Correlation Matrix* 1 for Students' School Environment
Code Variable 71** 72 73 60 62 64 66 81 75 76 83 84
Principal 71 _ 53 34 39 37 11 12 27 17 14 10 11
STUDENT
----
E
Morale 72 53 - 53 52 49 33 22 40 38 37 34 36
MORALE
_ —
Supports 73 34 53 — 33 35 16 16 27 18 20 25 23
Liberal Education 60 39 52 33 70 56 35 33 30 35 29
ACTUAL —
n" L "
P Social Education 62 37 49 35 70 - 47 34 28 28 31 29
GOALS
—— —
Religious Education 64 11 33 16 56 47 - 23 26 22 30 25
ACTUAL Examination
G
GOALS Achievement 66 12 22 16 35 34 23 - 13 10 16
16 :
H LOYALTY Loyalty to School 81 27 40 27 37 31 33 12 - 26 21 37 28
1
Enjoyment of School 75 17 33 18 33 28 26 13 26 55 30 37
OPENNESS — —
I TO Attitude to Christian
SCHOOL Doctrine 76 14 37 20 30 28
22 10 21 55 - 29 42 j
RE LEGION Influence of Teachers 83 10 34 25 35 31 30 16 37 30 29 -
Influence of Christian
Doctrine 84 11 36 23 29 29 25 16 28 37 42 43 —
_
* Decimal points omitted
Numbers given are the variable numbers in the Osiris Dictionary
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A n  examination of Table 11.4 reveals the fact that there are some 
obvious clusters at the first matrix. The Actual Goals of Liberal and 
Social Education reciprocate, that is, they have their highest correlations 
with each other, with a correlation of 0.70. Both the other sets of 
Actual Goals have their highest correlations with Liberal Education, 
Religious Education having a correlation of 0.56 and Examination 
Achievement a correlation of 0.35; this relationship is presented 
graphically in Figure 11.2 below.
Figure 11.2
Correlations between Actual Goals Variables 
At Matrix 1
j Examination Achievement 
(Actual Goal)
.35
' 70
- - - * ___^Social Education
(Actual Goal)
s
.56
Religious Education 
(Actual Goal)
Another obvious cluster contains the three variables: Principal, 
Morale, and Supports. Here Morale is the key variable of the three, and a 
fourth variable, Loyalty, also has its highest correlation with Morale.
The relationships between these variables are presented graphically in 
Figure 11.3
Figure 11.3
Correlations between Variables on Student 
Morale at Matrix 1
Loyalty
.40
Principal _______________ ^ M o r a l e  £__________ ________ —  ^ Supports
Finally there are two clusters of two variables, Enjoyment of School 
reciprocating with Attitude to Christian Doctrine, and Influence of 
Teachers reciprocating with Influence of Christian Doctrine on Religious 
Deve l o p m e n t .
i
Liberal Education 
(Actual Goal)
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The second matrix is formed by combining columns of reciprocating 
variables, and finding their average correlations with the remaining 
variables. As this method has already been described in Chapter 6, I 
have simply recorded the second matrix below in Table 11.5. As before, 
the highest correlation in each column is underlined and reciprocating 
correlations are underlined twice. For convenience in this matrix and 
subsequent matrices the composite variables are recorded fully only in the 
vertical list.
Table 11.5
Correlation Matrix 2* for S t u d e n t s’ School Environment
Variable 60. 64 66 71.. 75.. 81 83
(Liberal Education 
(Social Education 60/62 52 35 41 30 34 31
Religious Education 64 52 - 23 20 24 33 28
Exam Achievement 66 35 23 - 17 12 12 16
(Principal
(Morale
(Supports 71/72/73 41 20 17 24 31 24
(Enjoyment 
(Attitude to C.D. 75/76 30 24 12 24 24 35
Loyalty 81 34 33 12 31 24 - 33
(Influence of Teachers 
(influence of C.D. 83/84 31 28 16 24 35 33
* Decimal points omitted
The relationships apparent at the first matrix in Table 11.4 above 
are now quite clear at the second matrix in Table 11.5 just recorded. 
There are two sets of reciprocating variables: Liberal Education-Social 
Education with Religious Education, and Enjoyment of School-Attitude to 
Christian Doctrine with Influence of Teachers-Influence of Christian 
Doctrine. Furthermore, the first cluster on the matrix (Liberal 
Education-Social Education) is obviously the dominant one, with four of 
the possible six variables or clusters having their highest correlations 
with it; this is shown by the lines under the correlations in the first 
row of the matrix. A graphical representation of these relationships 
is included below in Figure 11.4.
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Correlations between Variables on S t u d e n t s’ 
School Environment: Matrix 2
Figure 11.4
34
Loyalty
Exam. Achievement 
(Actual Goal)
I
j .35
(Liberal Education 
Social Education 
(Actual Goals)
Religious 
Education 
(Actual Goal)
Principal
Morale
Supports
The only other sets of variables not represented on Figure 11.4 above: 
75/76 and 83/84 reciprocate and form a separate cluster, called Openness 
to School Religion, because three out of the four variables in the 
cluster refer to the school's influence on the s t u d e n t s’ religious 
development. The third matrix, generated in the same way as the previous 
ones, is printed below in Table 11.6 and once again the highest 
correlation in each column is underlined. The variables on the left hand 
side of the table are presented in an abbreviated form.
Table 11.6
•jjf
Correlation Matrix 3 for Students 1 School Environment
Variables 60. . 66 71.. 81 75
Actual Goals 60/62/64 - 28 31 34 28
Exam. Achievement 
(Actual Goal) 66 28 17 12 14
Student Morale 71/72/73 31 17 - 31 24
Loyalty 81 34 12 31 - 28
Openness to School 
Religion 75/76/83/84 28 14 24 28
An examination of Matrix 3 in Table 11.6 indicates that the Actual 
Goals cluster is the dominant one, since all other clusters or variables 
have their highest correlation with it. It also indicates that the 
Actual Goal, Examination Achievement is not as much a part of the system
*
Decimal points omitted.
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as other variables. While it has a relatively strong association with 
other Actual Goals, having a correlation of 0.28, it is only weakly 
associated with Student Morale, Loyalty and Openness to School Religion, 
having correlations of 0.17, 0.12, 0.14 respectively. The decision to 
stop the correlation analysis at this point is made on both logical and 
statistical grounds. Logically, there are good reasons for keeping 
separate the four main components of the Students' School Environment, 
(student morale, perception of actual goals, attitudes of loyalty and 
openness to school religion) and statistically, some of the relationships 
are already barely significant, 0.14 for instance.
My use of unbroken and broken lines in Model 1 needs some explanation. 
The convention used is: double lines indicate a very strong relationship, 
unbroken lines indicate a strong relationship, and broken lines a weak 
relationship. The relative size of correlations between variables at 
adjoining points provides the grounds for the distinction. The convention 
is illustrated by the detailed graphical representation of the Students' 
School Environment given below in Figure 11.5. As well as the twelve main 
variables this figure contains what I have called the "fringe" variables, 
Discipline (D), School Attitude to Examinations (E^) an<  ^ Involvement in 
School Activities (H^). It will be noted that the line H between 
Loyalty and Involvement is a double line because these are reciprocating 
variables, having their highest correlations with each other, 0.38. The 
lines E H and E F are both unbroken lines, because both sets of variables 
represented at these points have inter-correlations of 0.31, and this is 
the highest correlation to pass through point E. A double line is not 
appropriate for E H or E F, however, because both F and H have higher 
correlations passing through them. (H : 0.38, and H F: 0.34). At the 
same time H F is an unbroken line because 0.34 is the highest correlation 
to pass through point F; the line G F is also an unbroken line, because 
0.28 is the highest correlation to pass through G. The lines E G and G I, 
however, are both broken lines, because the correlations between the 
variables represented at these points are considerably less than others 
passing through G.
The convention, however, is not particularly important. It is clear 
that the twelve main variables on this Students' School Environment matrix 
are reasonably alike, and that the fringe variables D, Discipline and E^, 
School Attitude to Examinations are also part of the same cluster. An 
examination of this factor on the Varimax rotated factor matrix in Table
11.2 bears out this point, since all variables except the Actual Goal •, 
Examination Achievement and Involvement in School Activities have factor
2
^
4
0£'u0IIh<n§jUl|0!a
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loadings greater than 0.40. It will also be noted that Morale has the 
highest factor loading on this factor, 0.81, and this is important in 
subsequent discussions.
A complete graphical representation of the final correlation matrix on 
S t u d e n t s’ School Environment is recorded above in Figure 11.5. The order 
in which the various clusters are graphed is determined by the size of their 
correlations with adjoining clusters. The Actual Goals cluster at F is 
the dominant cluster, so it is placed in the centre. The Student Morale 
cluster at E has significant correlations with the Staff Morale cluster at 
B, 0.28, and with Discipline at D, 0.27, and Student Attitude to 
Examinations at E^, 0.21, but the Actual Goals cluster at F has not 
significant correlations with any of these variables/clustters. The 
Openness to School Religion cluster at I has its highest correlation with 
the Actual Goals cluster at F, 0.28, and Loyalty at H, 0.28, but also has 
significant correlations with the next section of the model, Integration 
between Christian Beliefs and Secular Subjects at point J, 0.24; so it is 
placed between Actual Goals, F, and Integration, J.
One point needs to be made quite clear about the nature of the 
relationships between the variables or clusters. I am not claiming that 
these are causal relationships. The various clusters have been graphed in 
such a way that the correlations are consistent with the suggestions set 
down by Hilgendorf, Clark and Irving (1967) in their article "The Combined 
Use of Linkage and Path Analysis in the Development of Causal Models." It 
may well be possible to analyse the data further than I have done, but it 
suffices for me simply to claim that there are strong associations between 
adjacent points on the model, and to leave it at that.
The second main section on student data is called the S t u d e n t s’ Larger 
Cultural and Religious Environment; the correlation matrix for the twelve 
main variables on this factor is included below in Table 11.7.* As before 
the highest correlation in each column is underlined once and reciprocating 
correlations are underlined twice. Neither on this factor nor on 
subsequent factors have I made any attempt to show the various stages by 
which the matrices were analysed. Instead I have simply reproduced the 
whole matrix in the format given originally for S t u d e n t s ' School 
Environment in Table 11.4, to facilitate the matching of code letters J,
K, etc. with the variables they represent.
Some explanation needs to be made about adjoining factors on Model 1, 
between the S t u d e n t s’ School Environment and the S t u d e n t s 1 Larger Cultural 
and Religious Environment, for instance, or between the latter and the 
Examination Achievement factor. An examination of the complete model
*
To avoid confusion later in the chapter, Figure 11.6, the graphical 
representation of Table 11.7, is recorded on the next page, p.286a, and 
Table 11.7 is recorded on p.286b.
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Table 11.7
Correlation Matrix for Variables on Students' Larger Cultural and Religious Environment
Code
............................................
Description of Variable 00 00 59 61 63 56 89 91 94 54 85 86 87
J INTEGRATION Integration 88 - 18 8 36 22 21 30 22 15 12 17
15 !
Liberal Education 59 18 _ 57 48 34 08 00 -01 02 15 06 03
K IDEAL
GOALS Social Education 61 8 57 - 43 08 11 11 15 10 22 16 13 1
Religious Education 63 36 48 43 - 28 33 43 34 25 23 26 20
N CULTURAL
ACTIVITIES
Cultural Activities 56 22 34 08 28 19 16 09 06 07 02 11 1
Post Vatican Theology 89 21 08 11 33 19 - 50 30 17 13 28 25
M RELIGIOUS
OUTCOMES Religious Values 91 30 00 11 43 16 50 - 60 27 17 33 27
Religious Practice 94 22 -01 15 34 09 30 60 - 28 13 22 22
1
Influence of Parents 54 15 02 10 25 06 17 27 28 - 23 15 04 !
L NON-SCHOOL Influence of Friends 85 12 15 22 23 07 13 17 13 23 - 24 19
RELIGION i
Local Church Influence 86 17
!
06 16 26 02 28 33 22 15 24 -
Special Priest's Influence 87 15 03 13 20 11 25 27 22 04 19 1 1
i
Decimal Points omitted.
Numbers given are the Variable Numbers in the Osiris Dictionary.
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reproduced in Table 11.1 indicates that the line I J joins the two main 
sections of the model describing student data. The variable at J, 
Integration between Christian Beliefs and Secular Subjects, has a complex 
set of relationships with other points on the model, only some of which have 
been recorded in Table 11*7. Its highest correlation is with Ideal 
Religious Education Goals, 0.36, and Religious Values, 0.30; it also has a 
signficant association, 0.24, with variables at the point I, School Religion, 
and with the variable at H, Loyalty to the School, 0.19, both of which are 
part of the S t u d e n t s’ School Environment factor. In the detailed 
representations of different parts of the model in Figure 11.5, Figure 11.6, 
Figure 11.7, the connecting links between the various factors are perfectly 
o b v i o u s .
An  examination of Table 11.7 and its graphical representation in 
Figure 11.6 above indicates that there are a complex set of relationships 
between S t u d e n t s’ Religious Outcomes (M), Ideal Goals (K), Cultural 
Activities (N) and Non-School Religion (L). Figure 11.6 also reveals the 
number of "fringe" variables attached to M, namely Pre-Vatican Theology 
(M^), Honesty (M^) and Parental Religiosity (M^).
For purposes of later analysis I want to isolate five variables which 
I have called the Religious Outcomes factor. As already indicated, it 
comprises points J: Integration between Christian Beliefs and Secular 
Subjects, : Ideal Religious Education Goals, and M: Post-Vatican Theology, 
Religious Values and Religious Practice. These five variables form a very 
coherent factor (see Table 11.3) and in terms of my criteriai for religious 
education, discussed in Chapter 4, are of central importance. Because this 
factor is of central importance I have presented Figure 11.6 in a different 
form so that the Ideal Religious Education Goals variable is isolated from 
the other Ideal Goals of Liberal Education and Social Education. This 
Ideal Goals cluster occurs at point K in Figure 11.6; in Figure 11.7 below, 
the Ideal Religious Education Goals variable is placed at point K^, while 
the Ideal Goals of Liberal and Social Education are still at point K. An 
examination of Figure 11.7 reveals the fact that the Ideal Religious 
Education Goals variable has its highest correlation, 0.45, with the other 
Ideal Goals at K, but has high correlations with Integration, 0.36, and the 
Religious Outcomes cluster, 0.35. This new graph of the relationships 
between the variables on the Students 1 Cultural and Religious Environment 
shows quite clearly that th© Religious Outcomes cluster at M  has no 
significant correlations with Ideal Liberal Education or Social Education, 
a fact which becomes obvious later in the chapter, especially in 
Figure 11.11.
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The third main section on student data is the Examination Achievement 
factor, and it is appended to the main model at points H^, Involvement in 
School Activities and N, Cultural Activities. This particular factor has 
already received a good deal of attention in a previous chapter, so for the 
present, I have simply recorded the correlation matrix below in Table 11.8; 
the graphical representation of this matrix is obvious enough in Figure
11.1 so it has not been recorded here again.
Table 11.8
Correlation Matrix* for Examination Achievement Factor**
Code Variables 82 56 50 96 97 77
H 1
Involvement Involvement in 
School Activities 82
|
28 24 21 19 23
N Cultural
Activities
Cultural Activities 
of Students 56 28 13 19 17 13
0 Examination
Achievement
4th Form 
Scholarship 50 24 13 _ 39 59 26
Student
Aspirations 96 21 19 39 • 66 20
H.S.C. 97 19 17 59 66 - 32
P Parental
Aspirations
Parental
Aspirations 77 23 13 26 20 32 -
Decimal points omitted
** The Advanced Test N has been omitted from the final 
Examination Achievement factor because it has not 
significant correlations with Involvement or Parental Aspirations.
The final factor in the model is the Staff Environment factor which 
is placed at the beginning at points A, B, C and joins the main student 
section of the model at points D, E. The complete correlation matrix for 
this Staff Environment factor is included below in Table 11.9. Because 
of the statistical problems associated with transferring staff scores to 
students scores - already discussed in Chapter 6 - 1  have given 
comparatively little attention to this particular factor. However, the 
graphical representation below in Figure 11.8 indicates the quite 
expectable relationships between the staff perceptions of the principal 
and their own morale. An examination of Figure 11.8 shows that the four 
scales describing the principals' behaviour form one cluster at point A, 
and that the four scales describing staff behaviour form one cluster at 
point B, with a correlation of 0.28 between the two clusters. The 
scale Christian Doctrine Teaching has significant correlations with both 
clusters, 0.37 and 0.26.
Table 11.9
Correlation Matrix* for Variables on Staff Environment
1 Code Description of Variable 27** 28 31 32 29 30 33 34 35 74
i
Principal as Staff leader 27 - 75 71 60 25 69 22 40 28 21
Principal as Community Leader 28 75 - 67 77 09 50 06 15 40 18
A PRINCIPAL
Goal Consensus 31 71 67 - 55 11 58 18 29 33 14
Supports 32 60 77 55 - 26 48 06 32 42 17
j Morale 29 25 09 11 26 - 70 62 72 04 13
STAFF Public Relations 30 69 50 58 48 70 - 35 54 06 21
B
MORALE Friendships 33 22 06 18 06 62 35 - 60 40 20
Professionalism 34 40 15 29 32 72 54 60 - 57 23
CHRISTIAN Attitude to Christian
0
DOCTRINE Doctrine Teaching 35 28 40 33 42 04 06 40 57 - 09
Students' Perceptions
! D
i
DISC I P U N E
of Discipline 74 21 18 14 17 13 21 20 23 09 -
* Decimal points omitted
** Numbers given are the variable numbers in the Osiris Dictionary
2
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Examination of Key Points on Model 1 
The second main section of the chapter contains two main parts, one 
dealing with the relationships between variables at a particular point and 
one dealing with the relationships between variables at adjoining points. 
Examining the Relationships between Variables at a Particular Point
As already indicated if two or more variables are joined together in 
a cluster, this means that these variables have their highest correlations 
with each other. In practice this means that students who have a high 
score on any one of the variables, have a high score on the others in the 
cluster; similarly students who have a low score on one have a low score 
on the others. The strategy henceforth is to take certain key points of 
the model, where there are clusters of variables, and to indicate by 
frequency distributions the relationships that exist between the variables. 
The points selected are E, Student Morale; F, Actual Goals; M, Religious 
Outcomes and 0, Examination Achievement. In each of the clusters the 
results of the dominant variable are analysed. In intend to discuss the 
method of analysis in some detail for Point E, and then just record the 
results for points F, M, 0.
Examination of Relationships between Variables at point E
At point E, the dominant variable in the cluster is Morale, since the 
other two variables in this cluster, namely Principal and Supports, have 
their highest correlations with Morale (see Table 11.1). This means in 
practice that students who have high scores on Morale also have high scores 
on the other two linking variables in the cluster; similarly, students who 
have low scores on Morale, also have low scores on the other two variables. 
What I have done in Table 11.9 below and on subsequent tables is to 
divide the total sample into those who score above the mean and those who 
score below the mean and call one group "high", and the other group "low".
The mean score for the 10-item scale of Morale is 25.25, and because 
of the reversed system of scoring adopted generally in the study, students 
who score between 10 and 25 are "high" on Morale; students who score 
between 26 and 50 are "low" on Morale. As it happens there 297 
students v/ho are "high" on Morale, and 263, therefore, are "low" on 
M o r a l e .
An examination of the frequency distribution for the 297 students 
high on Morale reveals the fact that 230 students are also "high" on the 
Principal scale and 67 are low on the Principal scale. That is, 230 
students score between 8 and 19 on the 8-point Principal scale, while 67 
score between 20 and 40 (the mean for the Principal scale is 19.38). An 
examination of the frequency distributions for the 263 students low on
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Morale reveals the fact that 88 students are high on the Principal scale 
and 175 students are low. The same procedure is adopted for the Supports 
scale, and an examination of the frequency distributions of the 297 
students high on Morale reveals the fact that 204 are high and 93 are 
low on Supports; of the 263 students low on Morale, 71 are high and 192 
are low on Supports. This information is recorded in Table 11.10 below. 
In the same table are recorded the results of the X 2 tests and the level 
of significance.
Table 11.10
Frequency Distributions of Students High and Low on Morale 
by Adjoining Variables in the Cluster at Point E
Adjoining 
Variables to 
Morale at 
Point E
Students
Morale
High on 
N = 297
Students Low on 
Morale N = 263
High on
Adjoining
Variables
Low on
Adjoining
Variables
High on Low on 
Adjoining Adjoining 
Variables Variables
X 2 P
Principal 230 67 88 175 110.0
rHo•
VI.
S upports 204 93 71 192 97.0 • < .01
Table 11.10 above indicates quite clearly that students who are high on 
the Morale variable tend also to be high on Principal and Supports 
variables, and that students who are low on the Morale variable tend also 
to be low on the adjoining variables in the cluster. The differences in 
scores between the two groups are significant at least at the 1% level 
on both variables.
The other three points to be analysed are at F, M, 0 and the method 
of analysis is the same as that recorded above for point E, Student 
M o r a l e .
Examination of Relationships between Variables at point F
At point F on the model there are three variables: the Actual Goals 
of Liberal Education, Social Education and Religious Education. The 
dominant variable in the cluster is Liberal Education, and the frequencies 
of those high and low on this dominant variable and on adjoining variables 
in the cluster are recorded below in Table 11.11.
An examination of Table 11.11 below reveals quite clearly the 
relationship between the variables at the point F, the Actual Goals 
cluster. As on Table 11.10 above, students who are high on the dominant 
variable in the cluster are high on other variables in the cluster, and 
students who are low on the dominant variable are also low on the other
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variables, and the differences in these cases are significant at least at 
the 170 level.
Table 11.11
Frequency Distributions of Students High and Low on Liberal 
Education by Adjoining Variables in Cluster at Point F
Adjoining 
Variables to 
Liberal Education 
(Actual Goal) at 
Point F
High on Liberal 
Education (Actual 
Goal) N = 283
Low on Liberal 
Education (Actual 
Goal) N = 277
High on Low on 
Adjoining Adjoining 
Variables Variables
High on Low on 
Adjoining Adjoining 
Variables Variables
X 2 P
Social Education 
(Actual Goal) 203 80 58 219 150.1 < .01
Religious 
Education (Actual 
Goal)
195 88 90 187 74.3 < .01
Examination of Relationships between Variables at Point M  
At point M  on the model are the main Religious Outcomes v a r i a b l e s : 
Religious Values, Post-Vatican Theology and Religious Practice. The 
dominant variable in the cluster is Religious Values and the frequencies 
of those high and low on this dominant variable and on adjoining variables 
in the cluster are recorded below in Table 11.12.
Table 11.12
Frequency Distributions of Students High and Low on 
Religious Values by Adjoining Variables in the Cluster
at Point M
Adjoining 
Variables to 
Religious Values 
at Point M
High on Religious
Values N = 287
.
Low on Religious 
Values N = 27 3
High on
Adjoining
Variables
Low on
Adjoining
Variables
High on
Adjoining Adjoining 
Variables Variables
2
X P
Post-Vatican
Theology 181 96 109 164 33.7 < .01
Religious
Practice 220 67 122 151 60.1 < .01
An examination of Table 11.12 above reveals the obvious relationships 
between the variables at the point M. As on the two previous tables the 
differences between the two groups are significant at least at the 1% level 
on both adjoining variables.
Examination of Relationships between Variables at Point 0 
At point 0 on the model are the Higher School Certificate score, the 
Fourth Form Scholarship variable and the Student Aspirations scale. The
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dominant variable in the cluster is the Higher School Certificate score 
and the relationships between those high and low on this dominant variable 
are recorded below in Table 11.13.
Table 11.13
Frequency Distributions of Students High and Low 
on Higher School Certificate by Adjoining Variables 
in Cluster
Adjoining 
Variables to 
Higher School 
Certificate at 
Point 0
' High on H.S.C. 
N = 290
Low on H.S.C. 
N = 270
High on Low on 
Adjoining Adjoining 
Variables Variables
High on liOw on 
Adjoining Adjoining 
Variables Variables
2
X p
Fourth Form 
Scholarship 170 120 60 210 76.5 < .01
Student
Aspirations 201 89 74 196 98.2 < .01
An examination of Table 11.13 above reveals quite clearly the 
relationships between the variables at the point 0, the Examination 
Achievement cluster. As in the three previous tables the differences 
between the two groups are significant at the 1X level on both adjoining 
v a r i a b l e s .
The Relationships between Variables at Adjoining Points
In the discussion immediately preceding I have been illustrating the 
relationships between variables within a cluster at particular points on the 
model, and expectably enough the results showed quite convincingly the very 
strong associations between the variables. In this second part of the 
examination of relationships, the focus is on variables adjacent to one 
another and not on variables at the same point. The strategy in this section 
is to select certain key variables, to divide the students according to high 
and low scores on the particular variable, and to analyse their scores on 
variables at adjoining points. On the Student Morale cluster at point E, 
for instance, Morale is the key variable. This variable Morale has a 
complex set of relationships, not only with the other variables at point E, 
but also with variables at point B, Staff Morale; D, Discipline; E^, 
Attitude to Examinations; F, Actual Goals; H, Loyalty. All of these 
points are adjacent to E on the model as Figure 11.5 clearly indicates.
If the graphical representation of the correlation matrices has been 
accurate, one could expect that students who are high on Morale would Also 
be high on Actual Goals, Loyalty and so on. The relationships undoubtedly 
will not be as strong as those between variables within a cluster at the 
same point, but they should nonetheless be significant.
In this section the presentation is by the use of modified standard
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scores and graphical representation rather than frequencies. The 
consistency of pattern is very obvious in this form of presentation.
Examination of Relationships between Morale (E) and Variables
at Adjoining Points
In Table 11.14 below the students are divided into those who are high 
and those who are low on Morale. Then the modified standard scores of the 
two groups are given for every variable adjacent to Morale (point E).
Table 11.14
Students High and Low on Morale by Adjacent 
Variables: Modified Standard Scores
Code
Description of Variables
i
Modified Standard Scores !
.. ... 1
Students High Students Low j
on Morale on Morale
. N = 297 N = 263
B
STAFF
Morale +12 - 7
j MORALE Public Relations +12
- 13 !
i D
1
Discipline +26
..
-29
E Principal +42 -48
1
Supports +45 -50
E i School Attitude to
EXAMINATIONS
i External Examinations
.
+23
.
-25
F Liberal Education +38 -43
ACTUAL
GOALS
Social Education +3 6 -40
Religious Education +19 -21
G
' ACTUAL 
GOALS
Examination Achievement 
(Actual Goal)
+16 -18
H
LOYALTY
1 Loyalty
+29 -33
i
Table 11.14 above indicates very clearly the differences in perceptions of 
the school by the two groups of students. Those who are high on Morale 
are high on every adjoining variable in the Students* School Environment 
factor; those who are low on Morale are low on every adjoining variable 
in the factor. With the exception of the Staff Morale cluster at point B, 
the differences between the two groups are significant at least at the 1% 
level. A graphical representation of these results is presented below in 
Figure 11.9.
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Examination of Relationships between Integration (J) and Variables
at Adjoining Points
The variable at point J, Integration between Christian Beliefs and 
Secular Subjects, is the next to he considered» As Figure 11.7 shows, it 
hds a complex set of relationships with variables on both the Students1 
School Environment, and the Students* Larger Cultural and Religious 
Environment, and has been chosen because of this. In Table 11.15 below 
the students are divided into those who are high and those who are low 
on Integration. Then the modified standard scores for the two groups are 
given for every variable adjacent to point J on the model. A graphical 
representation of these results is given on the next page in Figure 11.10.
Table 11.15
Students High and Low on Integration by Adjacent 
Variables: Modified Standard Scores
Code
Variables Adjacent to J: Modified Standard Score
Integration between 
Christian Beliefs and 
Secular Subjects
Students High 
on Integration 
N = 283
Students Low 
on Integration 
N = 277
I Enjoyment of School +23 -23
OPENNESS Attitude to Christian
TO SCHOOL Doctrine +25 -26
RELIGION
Influence of Teachers 
Influence of Christian
+23 -24
Doctrine +19 -20
K
Liberal Education +18 -18
IDEAL GOALS
Social Education +11 -11
Religious Education +35 -36
L
NON-SCHOOL
Influence of Parents +19 -21
RELIGION Influence of Friends +14 -14
Influence of Church +16 -16
Influence of Priest +15 -15
M
Religious Values +25 -25
RELIGIOUS
OUTCOMES
Post Vatican Theology +17 -17
Religious Practice +20 -20
N
CULTURAL Cultural Activities +20 -20
ACTIVITIES
P R O F I L E S  OF S T U D E N T S  H I G H  ANJ> L O W  ON I N T E G R A T I O N  ; 
M O D I F I E D  S T A N D A R D  S C O R E S -
Figure 11.10
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Table 11.15 above and its accompanying diagram, Figure 11.10, indicate 
very clearly the differences in perception, ideals, religious outcomes and 
cultural activities of the two groups of students who are high and low on 
Integration. If this was a simple random sample the differences between 
the scores of the two groups on every variable recorded in Table 11.15 
would be significant at least at the 17» level.
Examination of Relationships between Religious Values and Variables
at Adjacent Points
The dominant variable at point M  is Religious Values, and has already 
been shown to have very significant relationships with other variables in 
the cluster at M. Religious Values has a complex set of relationships 
with other variables on the model, and with "fringe" variables M^, and 
M^. In Table 11.16 below the students are divided into those who are high 
and those who are low on Religious Values. Then the modified standard 
scores for the two groups are given for every variable adjacent to M.
Figure 11.11 gives a graphical representation of the scores.
An examination of Table 11.15 and Figure 11.11 below reveals that on 
all but two of the variables adjacent to M  there are significant 
differences between the scores of students who are high and those who 
are low on Religious Values. The two variables which do not fit the 
pattern are Ideal Goals in Liberal Education and Social Education. This 
result is to be expected since the simple correlations between these two 
variables and Religious Values are 0,00 and 0.11 respectively (See Table 
11.7). On all other variables the differences between the two groups are 
significant at the 1% level.
A number of other points on the model could be examined, K for 
instance, the Ideal Goals cluster, or 0, the Examination Achievement cluster 
but the main purpose of this section has already been fulfilled, I was 
concerned only tc indicate that variables at adjacent points as well as 
variables at the same points are associated in some significant way.
Tables 11.14-11.16 have demonstrated this fact in a convincing way, and 
I do not intend to prolong the discussion. Nor do I intend to examine 
the model in each of the nine schools of the study, or in the single-order 
and multi-order schools in the main study. In Appendix 5, which is meant 
to be a supplement to this chapter, I have applied the model to each of the 
nine schools, and shown there that the model is a reasonably coherent 
way of graphing the relationships between the various dimensions of the 
student data.
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Students High and Low on Religious Values by 
Adjacent Variables: Modified Standard Scores
Table 11.16
Code
Variables Adjacent to M: 
Religious Values
Modified Standard Scores
... .
Students High 
on Religious 
Values
N = 287
Students Low 
on Religious 
Values
N = 273
J Integration between +25 -26
INTEGRATION Christian Beliefs and 
Secular Subjects
K Liberal Education + 2 2
IDEAL GOALS Social Education + 8 - 9
Religious Education +37 -39
L Influence of Parents +21 -18
NON SCHOOL 
RELIGION
Influence of Friends 
Influence of Church
+13
+28
-13
-30
Influence of Priest +24 -25
M
RELIGIOUS
OUTCOMES
Post-Vatican Theology 
Religious Practice
+35
+43
-37
-45
M 1
Pre-Vatican Theology +27 -29
“a
Honesty +31 -28
M 3
Religiosity of Home +16 -14
N
CULTURAL
ACTIVITIES
i
Cultural Activities +16 -17
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In this chapter I have been concerned with two main points, the 
construction of Model I and the examination of key points on the model.
The model constructed shows that there are significant relationships among 
the various dimensions in the staff environment, that the four scales 
on the Principal are strongly associated with the four scales on Staff 
Morale, and that both of these sets of scales (at points A and B) on the 
model are strongly associated with Christian Doctrine Teaching (at 
point C), a fact already hinted at in Chapter 8. The model shows that 
there are significant relationships among the various elements within 
the Students' School Environment factor, among the various elements 
within the Students' Larger Cultural and Religious Environment factor, 
and among the various elements within the Examination Achievement factor. 
Furthermore, it also indicates that there are important associations 
between the different factors. In the next chapter I intend to explore 
these associations further and to show if possible what these associations 
mean in terms of my study of religious education and school climate.
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Chapter 12.
CHARACTERISTICS OF THE HIGH AND LOW ACHIEVERS IN THE NINE CATHOLIC SCHOOLS.
In Chapter 11, I spent a good deal of time attempting to show the 
relationships between the staff and student variables. Model I, illustrated 
in Figure 11.1, is the graphical representation of these relationships. The 
model indicated two things: the presence of four distinct factors and the 
close associations between adjacent factors. The Staff Environment factor 
joined the Students’ School Environment factor at points B, D, E,
r \*
indicating that there are strong associations between Staff Morale (B) and
/ \ /
Student Morale (E) and that Discipline (D) is seen by the students as
closely connected with their own Morale scales. The Students’ School
Environment factor joins the second main factor: Students’ Larger Cultural
and Religious Environment in two places, the main link being that between
Openness to School Religion (i) and Integration (j). There is another link,
however, at point H ^ , Involvement in School Activities, which has a strong
association with Cultural Activities (N) and also with the Examination
Achievement factor.
In this chapter I intend to concentrate on the students’ section of 
the model, and to analyse in some detail the general characteristics of the 
high and lrvw achievers of the sixth-form girls in the sample, using the 
model as a basis for discussion. My reasons for doing this are twofold. In 
the first place I want to answer the question: When the Catholic Schools 
are successful, (on whatever criteria decided on), what do they produce?
What are the characteristics of the very successful girls? This idea of 
analysing the characteristics of the "successful" students derives from 
Marie Jahoda (1959) who points out that if you want to know how a system or
* Staff Morale (b ) refers to the four scales: Morale, Public 
Relations, Friendships and Professionalism.
** Student Morale (E) refers to the three scales: Principal, 
Morale, Supports.
*** As already indicated, this factor the Students’ Larger 
Cultural and Religious Environment really combines two 
factors: the Student Ideals and Cultural Activities factor 
and the Religious Outcomes factor, as well as the variable 
Non School Religion (L).
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a society is working, you. examine closely the characteristics of those v/ho 
are successful in it. I have taken her point a step further, however, and 
also examined, the characteristics of those who are not successful. The second 
reason why I take up this question, is that Chapter 11 was largely given over 
to describing the formation of the model; this chapter attempts to examine 
more closely the meaning of the model, in terms of my main concern in the 
study.
The model is used as a starting point for the discussion, in that it 
provides the main factors to be discussed and the dominant variables in those 
factors; Religious Values, Morale and the Higher School Certificate. The 
strategy employed is first to define "High" and "Low Achievers", then to 
examine the performance of these High and Low Achievers on factors other 
than the factor to which the particular variable or group of variables 
belongs. As achievement in religious education is a central concern in the 
study, I intend to illustrate my definition of High and Loy; Achievers from 
the variables on the Religious Outcomes factor. There seem to be at least 
three ways of defining High and Lot/ Achievers.
Defining High and Low Achievers..
In a normal distribution, one can expect to find that about 6g$ of 
the sample are more than 1-g- standard deviations from the mean. Although the 
distributions of scores on the Religious Values variable are not normal, 
being slightly skewed towards the lower end, I adopted this convention, and 
took approximately 6^/o at either end of the distribution, and compared the 
means of these Very High and Very Low groups v/ith the total mean and.with 
each other. Because of the nature of the distribution of the scores, it is 
not alv/ays possible to get exactly the same number in the two extreme groups, 
but the numbers in these groups are as near to of the total sample, as 
the distributions of scores allow.
An examination of the frequency distribution of the scores on the 
10-item scale, Religious Values, shows that 38 students score between 10 and 
12, and that 40 students score between 35 and 46; the mean for the total 
sample of 560 is 21.69 and the standard deviation is 7*5« The students v/ho 
score 10-12 are called Very High Achievers and students who score 35-46 a^e 
called Very Low Achievers. The Very High Achievers, therefore, are 
approximately the highest 6^/0 in the sample and the Very Low Achievers are 
approximately the lowest and this convention is retained throughout the
Chapter. The scores for the 38 Very High and 40 Very Low Achievers on the 
Religious Values variable are given below in Table 12.1. On this and the 
two subsequent tables the modified standard scores are also included to 
facilitate comparisons among the three sets of tables.
Table 12.1
Scores for Very High, Very Low Achievers on the Religious Values Variable: 
Means, Standard Deviations and Modified Standard Scores.
Very High Achievers 
on Religious Values 
N=38
Very Low Achievers 
on Religious Values 
N=40
Mean S.D. Mean S.D.
Religious Values 
(10 items)
1 1 .2 4  0.8 38.34 3.2
Modified Standard 
Scores. +139
-236
It might be as v/ell to point out what a score of 10-12 or 35-4-6 
means in this context. Students v/ho score 10-12 on the 10-item Religious 
Values scale have given an almost perfectly positive assent to every item
•Wr
on the Religious Values scale, since the average per item is 1.12 .
Students who score 35-46 have given practically a negative response to every 
item, since the average per item is 3 »84. The Very High Achievers in this 
context then are those who have internalized: (l) Christian values such as 
"Christ is a real person for me in my daily life", "I intend to base my 
life on the teachings and example of Christ", (2) specifically Catholic 
religious values, "I like to take an active part in the Liturgy of the Mass", 
and (3) specifically Catholic moral positions on questions like abortion.
The Very Low Achievers in this context are those who have "probably"
*-*
rejected all or most of these values. ♦
There is a second and more obvious way of defining the High and L?w 
Achievers. Instead of taking the extreme 6^fo at each end of the distribution 
of scores, one can simply divide the whole sample into those who score 
above and those y/ho score below the mean. On the Religious Values scale, 
for instance, 287 students score between 10 and 20, and 273 score between
* The method of scoring items has already been explained in several 
places. Items are scored on a five point scale from 1: Certainly 
True/Definitely Agree, to 5s Certainly Untrue/Definitely Disagree.
** In the'system of scoring employed in the study, 4 means Probably 
Untrue, Probably Disagree.
*** As already indicated in Chapter 9> the mean taken for the
Religious Values Scale is not the mean for the total sample,
21.69, but the mean of 20 set by me. This is the only 
occasion when this practice has been adopted.
21 and This method of defining High and Low Achievers has already‘-been
employed in this study in Chapter 11. The means and modified standard 
scores for this categorization of High and Low Achievers on Religious 
Values is included below in Table 12.2.
Table 12.2.
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Performance of Students Above/Below the Mean on Religious Values; Means, 
Standard Deviations and Modified Standard Scores.
Students Above the Set 
Mean on Religious Values 
N=287
Students Belov/ the Set 
Mean on Religious Values 
N=273
Mean S.D. Mean S.D.
Religious Values 
(10 items)
15.85 2.7 27.84 5.8
Modified Standard 
Scores +78 -82
There is a third way, however, to define High and Low Achievers, 
and again I illustrate from the religious education variables. While the 
Religious Values scale is the dominant variable on the Religious Outcomes 
factor, it is still only one measure. As Glock and Stark (19^5) point out, 
religious achievement should not be confined to one measure but should 
include achievement in all five measures - in their categorization of the 
different aspects of religious experience. Therefore I have checked the 
results of the Very High (highest 6j$) and the High Achievers (top 50/£) on 
the Religious Values scale by examining the High Achievers on all five 
religious variables in the Religious Outcomes factor. The method of 
selecting these is simply to take the students who score above the mean on 
Ideal Religious Education Goals, Integration, Post-Vatican Theology, 
Religious Values and Religious Practice.
An explanatory note needs to be made about the resemblance between 
the five "dimensions" defined by Glock and Stark and the five variables 
used in this study as the criteria of success in religious education. The 
five dimensions of religion distinguished by Glock and Stark are the 
ritualistic, the ideological, the intellectual, the consequential and the 
experiential. The ritualistic dimension comprises activities like worship, 
prayer and participation in the sacraments, and as such corresponds almost 
exactly with the five-item Religious Practice scale employed in this study.
The "ideological dimension" refers to the set of beliefs which the
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adherents of any religion are 3xpected to hold. The content and scope of 
beliefs vary according to particular religious traditions and even within 
religious traditions. This ideological dimension resembles quite closely 
the Religious Values scale employed in the study, though this scale contains 
items which also come close to Glock and Stark’s notion of the "experiential 
dimension" of religion. The third aspect of religion, the "intellectual 
dimension" has to do with the expectation that the religious person will be 
informed and knowledgeable about the basic tenets of his faith and its sacred 
scriptures. This dimension corresponds to the Post-Vatican Theology scale 
prepared for this study, a 13-item scale which seeks to get at the students’ 
understanding of the newer emphases in Theology since Vatican Council II.
The fourth aspect of religion is the "consequential dimension". For 
Glock and Stark this "encompasses the secular effects of religious belief, 
experience and knowledge on the individual". (Glock and Stark, 19&5? p.20.) 
This consequential dimension is closely allied to the variable Integration 
between Christian Beliefs and Secular Subjects used in this study. The 
final dimension isolated by these writers is the "experiential dimension" 
which refers to the experiencing of religious emotion. As Bealer and 
T7illetts (19 6 7) point out, two types of religious experience can be 
differentiated; (1 ) simple concern, a seeking after a purpose in life or a 
wish to believe in a transcendentally based ideology and (2) a subjective 
awareness of a divine presence and "interpersonal" encounters with God. 
Callahan (1968) suggests that this latter experience of the transcendence of 
God is possibly the most important characteristic of religion. I did not 
have the Glock and Stark categories in mind when I framed the questionnaires, 
and I do not want to press the comparisons too far. But the items; "Christ 
is a real person for me in daily life", and "I like to take an active part 
in the Liturgy of the Mass", do tap something akin to the religious 
experience mentioned by Glock and Stark.
The fifth variable in my Religious Outcomes factor is the Ideal 
Religious Education Goals scale. This scale certainly has to do with 
"concern" for religious values within the school situation. Its high 
correlation with the other.Ideal Goals of Liberal and Social Education,
0.45, and with Integration, O.36, suggests that the Ideal Religious 
Education Goals variable also has a close kinship with Glock and Stark’s 
notion of the consequential dimension.
It is difficult, however, to separate and sometimes even difficult 
to distinguish these five aspects of religion. For my purposes it is
* These two items are part of the Religious Values scale.
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sufficient to say that the scales on the Religious Outcomes factor are 
logically coherent and statistically reliable, and that all five variables 
taken together form a coherent and statistically reliable scale. In 
defining High and Low Achievers, therefore, I have opted to select those 
students v/ho score above and below the mean on all five variables. One 
exception is made in this selection of High Achievers; to make for.a more 
stringent criterion in the Religious Values scale, a score of 10-20, not
•¥r
10-21 has been accepted. The application of this more stringent criterion 
reduces the number of High Achievers from 124 to 89; the number of students 
who score below the mean on all religious variables is 64»
In Table 12.3 below are recorded the means, standard deviations and 
modified standard scores on the Religious Values variable for the High/Lew 
Achievers ©f All Religious Variables Combined.
Table 12.3
Performance of Students High/Low on All Religious Variables on Religious 
Values: Means, Standard Deviations and Modified Standard Scores.
High Achievers on All 
Religious Variables 
N=89
Low Achievers on All 
Religious Variables
1T=64
Mean S.D. Mean S.D.
Religious Values 14.54 2.6 31.59 6.2
(10 items)
Modified Standard +95 -132
Score
A comparison of the modified standard scores for the High Achievers 
in Tables 12.1, 12.2 and 12.3 above reveals the expectable result that as 
the number of High Achievers increases from 38 (in Table 12.1), to 89 (in. 
Table 12.3) and 287 (in Table 12.2), the modified standard scores decline, 
from +136 for the highest 6^fo on the Religious Values variable, to +95 for 
the group High on All Religious Variables Combined, to +78 for the group 
above the set mean in Religious Values. For the Low Achievers the modified 
standard scores change from -236, for the lowest 6t$> on the Religious
* The reason for this more stringent criterion has already been 
mentioned in Chapter 9» Twenty is the very minimum acceptable 
score for students to have an average positive score of 2 on 
each of the 10 items.
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Values scale, to -132 for the group Low on All Religious Variables, to -82 
for the group below the set mean on Religious Values.
The point behind this rather laborious categorization of High and 
Low Achievers is that on the five religious variables it does not matter how 
one defines High and Low Achievers; the pattern that emerges is practically 
the same for all three groups. Students who are High on religious outcomes, 
(where High is defined in any one of the three categories above) are High 
on practically.all variables on the School Environment factor, the Student 
Ideals and Cultural Activities factor and the Examination Achievement factor, 
and the differences between the means for the High Achieyers and the total 
sample are statistically significant. On the other hand, students who are 
Low (where Low is defined in any one of the three categories above) on 
religious outcomes,are Low on practically all variables on the School, 
Environment factor, the Student Ideals and Cultural Activities factor, and 
the Examination Achievement factor, and the differences between the means 
for the Low Achievers and the total sample are statistically significant.
The patterns that emerge for High Achievers on the School 
Environment factor are slightly different from that of the Religious 
Outcomes factor. I intend to record the general findings here and later in 
the chapter just to use those parts that suit my purpose. On the School 
Environment factor, students High on the Main Variables (Morale, Actual 
Goals, Loyalty) are High on all variables in the Religious Outcomes factor 
and the Student Ideals and Cultural Activities factor but not High on the 
Examination Achievement factor. Students Low on the Main Variables are Lew 
on all variables in the Religious Outcomes factor and Student Ideals and 
Cultural Activities factor but not Low on the variables in the Examination 
Achievement factor.
There is a different pattern again for High and Low Achievers on 
the Examination Achievement factor. Students High on examination 
achievement (v/here High is defined in any one of the three categories above) 
are High on all the variables in the Student Ideals and Cultural Activities 
factor and the Religious Outcomes factor but not on the School Environment 
factor. Students Low on examination achievement (where Low is defined in 
any one of the three categories above) are Low on the Student Ideals and 
Cultural Activities factor, but not on the School Environment factor. What 
I propose to do henceforth in this chapter is to examine the characteristics 
of the High Achievers/Low Achievers on All Religious Variables Combined in
* Henceforth in the chapter this phrase is shortened t» High/Low 
Achievers on All Religious Variables.
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some detail and. then to point briefly to results of the examination of High
*
and Low Achievers on the Main Variables in the School Environment factor, 
and on the Higher School Certificate, Finally I will attempt to interpret 
the meaning of the results found.
Characteristics of High/Low Achievers on All Religious Variables.
The plan in this section of the chapter is to examine the religious 
and S.E.S. background of High and Low Achievers, then to take the performance 
of the two groups on the School Environment factor, the Student Ideals and 
Cultural Activities factor and finally on the Examination Achievement factor.
Religious and S.E.S. Background of High/Low Achievers on All Religious 
Variables
Common experience and research results generally indicate that 
parental religion is a key influence in children’s religious behaviour and 
this study is no exception. An examination of Figure 11.1 reveals the fact 
that the Religious Outcomes cluster (m ) is closely associated v/ith the 
Parental Religiosity (M^). One would expect, therefore, to find marked 
differences in the parental religious home backgrounds of the High and Low 
Achieving groups. In Table 12.4 below are recorded the percentage scores 
of the various items on parental religion for the two groups of students? 
those High, those Lov/ on All Religious Variables.
Table 12.4
Parental Religious Background of Students High/Low on All Religious
Variables; Percentages.
Parental Religion
High Achievers 
on All Religious 
Variables 
N=89 
1°
Total Sample 
N=560
1o
Low Achievers 
on All Religious 
Variables
N=64
1o
Fathers Practising Catholic 89 72 60
Mothers Practising Catholic 98 86 76
Parental Religiosity Scale 
(one parent attends Sunday 
Mass, and parents expect 
student to go to Mass)
91 79 64
Parental Influence on 
Laughter’s Religious 
Development s Most Important
61 36 18
* Henceforth in the Chapter this phrase is shortened to High/ 
Low on School Environment.
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The very groat differences between the religious aspects of the tv/o
sets of homes are quite obvious from Table 12.4 above. On all variables the
differences betv/een the tv/o groups on all variables are significant at 
, ** 
least at the . 1 Jo level.
With regard to the S.E.S. background of the tv/o groups there are a 
number of interesting.features. The High Achievers have fathers in a higher 
occupational category, but v/ith less formal education and slightly more 
Catholic schooling than the sample generally. At the same time, these High 
Achievers have mothers v/ith significantly more formal education and Catholic 
schooling than the sample as a v/hole. The final feature about the homes of 
the High Achievers is that there are more children in the family, and the 
families take more journals, Low Achievers have fathers in a lov/er 
occupational category, with less formal education but more Catholic 
schooling than the sample as a v/hole. Mothers of Low Achievers have had 
less formal education and less Catholic schooling; the families are smaller 
and the homes take fewer journals than the sample as a v/hole. As 
percentages are cumbersome for the number of occupational and educational 
categories required, I have used modified standard scores to present the 
S.E.S. profiles of the homes. The third column in this table and subsequent 
tables indicates the level of significance of the differences between the 
tv/o groups.
Table 12.5
S.E.S. Background of Students High/Low on A1J. Religious Variables;
Modified Standard Scores.
S.E.S. Background
High Achievers on 
All Religious 
Variables 
N=89
Low Achievers on 
All Religious 
Variables 
N=64
Comparison of 
Scores.
Father’s Occupation +15 -19 P < »02
Father’s Education - 4 - 3 N.S.
Mother’s Education +12 -24 P < *02
Father’s Catholic +10 +16 N.S.
Schooling
Mother’s Catholic +21 -19
CVJ
o
•VI
P4
Schooling
Journals Taken +21 -19 p < .01
Number of Siblings +10 - 7 N.S.
* To avoid confusion in the format of Table 12.5, the phrase 
Modified Standard Scores has not been repeated in the heading.
* * The significance test used is the tv/o tailed t test on the
means and standard deviations of these variables. This t 
test has been used throughout the rest of this Chapter.
One noteworthy feature of Table*12.5 above is the association of
high achievement in religious outcomes v/ith father’s occupation. High 
Achievers on All Religious "Variables are much more likely to come from 
T/hite Collar homes than are the Low Achievers. The daughters of Unskilled 
Workers are the most under-represented group among the High Achievers and 
the most over-represented among the Low Achievers? 2.4i° of the High 
Achievers group, 6.6$ of the Total Sample and 12.7/^ of the Low Achievers 
are daughters of Unskilled Workers. But the daughters of Blue Collar 
Workers generally are under-represented among the High Achievers and. 
over-represented among the Low Achievers; 24i° of the High Achievers, 33i> 
of the Total Sample and 46$ of the Low Achievers are daughters of Blue
*
Collar Workers. I am not quite certain how one can explain this 
phenomenon. Early in the study, in Chapter 3, I made a good deal of the 
fact that these Catholic sixth-form girls*' schools are probably educating 
more daughters of Blue-Collar workers than sixth-form schools generally.
How does one explain the relatively low proportions of the daughters of 
Blue Collar workers among the High Achievers in religious education?
The fact is there certainly however one explains it. It could be 
that religion and hence religious education are middle-class concerns as 
so many claim, or it could be that students from Blue Collar homes bring 
different expectations altogether to the sixth-form Catholic school. More 
probably the.reasons for this finding derive from the religious background 
of the homes, coupled with the fact of a less rich educational environment 
indicated by the variables on Mother’s Education and the Journals Taken.
A noteworthy feature of the table is the relative importance of the mother’s 
education and schooling and the relative unimportance of the father’s 
education in influencing student religious outcomes, at least for the two 
groups examined in Table 12.5 above. In conclusion one can say High 
Achievers come from more supportive religious backgrounds, and probably 
from more supportive educational backgrounds than do the Low Achievers; 
this latter point needs to be kept in mind throughout the chapter.
Characteristics of High/Low Achievers on All Religious Variables on the 
School Environment Factor.
The School Environment factor includes the students’ perceptions of 
their school: the principal, the morale of the school, the actual goals 
being pursued by the school (in the students’ estimation), their feelings
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* This pattern does not appear so obviously in the Very High 
and Very Low Achievers on the Religious Values scale.
of loyalty to and involvement in the school, their enjoyment of school and 
of Christian Doctrine in particular, and their perceptions of the influence 
of their teachers and of Christian Doctrine on their religious development. 
In Table 12.6 below are recorded the modified standard scores for each group 
on the 12 main variables on the School Environment factor as well as 
Involvement in School Activities, the fringe variable at H^. Even the most 
cursory examination of the scores reveals the marked differences between the 
two groups. On every variable, except the scale on the Principal and the 
Actual Goal; Examination Achievement, the differences betv/een the two 
groups are significant at least at the .1$ level.
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Table 12.6
Performance of Students High/Low on All Religious Variables on the School
*
Environment Factor : Modified Standard Scores.
Variables on School 
Environment Factor.
High Achievers on 
All Religious 
Variables 
N=89
Low Achievers on 
All Religious 
Variables 
N=64
Comparison of 
Scores.
Principal +18 +22 N.S.
Morale +48 -41 p <; .001
Supports +31 -36 p £ .001
Actual Goals
Liberal Education +52 -49 p < .001
Social Education +43 -32 p < .001
Religious Education +52 -61 p <, .001
Actual Goal
Examination Achievement -23 -32 N.S.
Loyalty +52 -39 p< .001
Involvement +53 -29 p< .001
En j oyment ,• of S cho o 1 +62 -53 p£ .001
Attitude to C.D. +54 -56 p< .001
Influence of Teachers +58 -34 p< .001
Influence of C.D. +45 -70 p< .001
* To avoid confusion in the format of Table 12.6 the phrase
modified standard scores has not been repeated in the heading.
The differences in perceptions of the two groups of the students 
recorded in Table 12.6 are so obvious that little comment is necessary. It 
is interesting to note two exceptions to the pattern, the scale on the 
Principal and the scale on the Actual Goal, Examination Achievement. In the 
first case both groups are favourable; +18, +22, and in the second case
*
both groups are unfavourable: -23, -32.
* It is interesting to note that exactly the same exceptions occur 
if the highest and lowest 6J$  group or the top 50$  and bottom 
50/» on Religious Values is examined.
The implications of these findings for my study generally are very
important. Students’ perceptions of the school, of Morale, Actual Goals and 
their feelings of loyalty seem so intimately linked with Openness to School 
Religion (point 1 on Model 1), that one wonders if school climate or the 
culture of the school environment is not a necessary pre-evangelisation or 
at least a concomitant evangelization process. The fact that students who 
are High on All Religious Variables are so obviously favourable and that 
students v/ho are Low on All Religious Variables are so, obviously unfavourable 
to their schools certainly indicates that for students, religious education 
is intimately bound up with school climate or what I have called the School 
Environment factor. Added weight is given to this finding when the High 
Achievers on School Environment are found, to be significantly higher on all 
religious outcomes than the Low Achievers, especially when the differences 
are significant at least at the 1$ level. I shall return to this point later,
High/Low Achievers on All Religious Variables on Students’ Larger Cultural 
and Religious Environment.
The Students’ Larger Cultural and Religious Environment is a 
combination of two factors; the Religious Outcomes factor, the Student 
Ideals and Cultural Activities factor as well as the cluster of variables at 
point L, Non-School Religion. It comprises points J,K,L,M,N on the model.
As the Religious Outcomes factor J, , M  is part of this larger factor, it 
is inevitable that High Achievers on All Religious Variables will have high 
scores on adjacent variables on the model, and that Low Achievers will have 
correspondingly low scores. In Table 12,7 below are recorded the modified 
standard scores for both groups on Ideal Goals, Non-School Religion and 
Cultural Activities.
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Performance of Students High/Low on All Religious Variables on the Larger
•&
Cultural and Religious Environment Factor: Modified Standard Scores.
Table 12.7
Variables other than 
Religious Outcomes 
on the Students’ 
Larger Cultural and 
Religious Environment
High Achievers on 
All Religious 
Variables
N=89
Low Achievers on 
All Religious 
Variables 
N=64
Comparison of 
Scores
Ideal Goals
Liberal Education +42 -55 P < .001
Social Education
■**
Non-School Religion
+37 -60 P < .001
Influence of Friends +31 -41 P < .01
Influence of Church +45 -78 P < .01
Influence of Priest +28 -44 P < .01
Cultural Activities
Cultural Activities +47 -44 P < .01
* To avoid confusion in the format of Table 12.7, the phrase 
Modified Standard Scores has not been repeated in.the heading.
*-* Influence of Parents also belongs in this cluster, but it has 
already been included in Parental Religious Background in 
Table 12.1.
Given the very close proximity on Model 1 of the Religious Outcomes
factor and the other variables recorded in Table 12.7 above, these results
are expectable. Students who are High/Low on All Religious Variables are
High/Low on all other variables, and the differences between the tv/o groups
, *
are statistically significant at least at the 1 Jo level. This means that
* These results here on Ideal Liberal and Social Education Goals are 
the only occasions when there are differences in performance among 
the various categories of High Achievers'defined earlier in the 
Chapter. It was obvious from Chapter 11, and in particular from 
Figure 11.11, that the top 50i  on the Religious Values scale are
not significantly higher on either set of Ideal Goals (Liberal and 
Social Education) than are the bottom 50io. There is not a 
significant correlation betv/een Religious Values and either of the 
tv/o Ideal Goal scales: Liberal and Social Education. The highest 
6g^ are significantly higher than the lov/est 6^fo on Ideal Social 
Education goals, but on Ideal Liberal Education Goals, both groups 
are above the mean,' though the highest are significantly higher 
than the total mean, and the lov/est 6^ /o are not.
High Achievers generally on these main religious outcomes are more concerned
v/ith what one might call educational, social and cultural values than the 
sample as a whole, and considerably more concerned with these values than 
are the Low Achievers. The final factor to be considered is the Examination 
Achievement factor and I intend to defer discussion of the meaning of the 
results recorded in Table 12.7 until this final factor has been discussed.
High/Low Achievers on All Religious Variables on the Examination 
Achievement Factor.
One would probably expect that High Achievers on All Religious 
Scales would come from more religious homes and view their schools more 
favourably. One would also probably expect that these High Achievers would 
be more concerned with the Ideal Goals of Liberal and Social Education, and 
would take more part in Cultural Activities and be more open to religious 
influences outside the home and the school. What one would probably not 
have expected is that the High Achievers on all Religious Variables are also 
considerably m>-re able intellectually* Despite Kingsley’s antithesis 
between the "good" and the "clever", it appears that the "good" and the 
"clever" are very often the same people, at least in sixth-form Catholic 
girls’ schools. In Table 12.8 bel^w are recorded the Modified Standard 
Scores of the High/Low Achievers on All Religious Variables on the 
Examination Achievement factor.
Table 12.8
Performance of Students High/Low on All Religious Variables on the 
Examination Achievement Factor: Modified Standard Scores*
Variables in High Achievers on Low Achievers on
Examination All Religious All Religious Comparison of
Achievement Variables Variables Scores
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Factor____________________ N=89_______________ N=64
4th form Scholarship +38 -5 P <•05
Student Aspirations +39 -35 P < .001
Higher School Certificate +44 -26 P <.001
Parental Aspirations +52 -34 P <.001
To avoid confusion in the format of Table 12.8, the phrase 
Modified Standard Scores has not been repeated in the heading.
It is obvious from Table 12.8 above that the High Achievers are considerably
more successful in examinations than the sample as a whole, and that the Lev/
Achievers are considerably less successful. It is difficult to determine a
criterion for examination success, however, so in the following table I have
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recorded the percentages for each group and for the total sample gaining 
Commonwealth Secondary Scholarships, Commonwealth University Scholarships 
and intending to go on with University study.
Table 12.9
Students High/Low on All Religious Variables Gaining Commonwealth Secondary 
and University Scholarships and Aspiring to go to University: Percentages.
Variables on Examination 
Achievement Cluster
High Achievers on 
All Religious 
Variables 
N=89
Total
N=560
Low Achievers on 
All Religious 
Variables
N=64
i i i
4th Form Scholarship
Commonwealth Secondary 
Scholarships
30.3 16.4 12.7
Student Aspirations
University Aspirations 61.8 42.5 27*0
Higher School Certificate
Commonwealth University 
Scholarships
37.6 20.4 13.0
The quite remarkable differences in examination achievement between 
the High and Low Achievers on All Religious Variables open up a number of 
interesting questions. Are the High Achieving group caught up in the 
"success culture" that is sometimes said to be characteristic of Catholic 
schools? Why is the Low Achieving religious group so obviously unsuccessful 
on the examination achievement factor and on every other factor? Why is the 
High Achieving group so obviously successful on every factor? Before 
answering these questions I want to explore very briefly the characteristics 
of the High/Low Achievers on School Environment and the Very High/Very Low 
Achievers on the Higher School Certificate. Not till these analyses are 
made is one in a position to begin to answer the questions posed above.
High and Low Achievers on the School Environment Factor.
At the end of Chapter 4, in the discussion of the concept of 
achievement, I pointed out that achievement as applied to school climate or 
the cultural environment of the school is an operational concept, and takes 
on whatever meaning one gives it. Halpin (1963) quite seriously suggests 
that the level of staff morale "achieved" by any school is as good a 
criterion of the effectiveness of the school as many others that "masquerade" 
as criteria. Obviously the notion of "achievement" on the School
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Environment factor is measuring achievement in a quite different area £rom 
that in religious education, or examinations. However it does seem to be a 
legitimite question to ask; What are the characteristics of those students 
v/ho are very satisfied with their schools? The students "very satisfied" 
with their schools are called the High Achievers on School Environment. As 
before the High Achieving group may be found by taking the highest 6g$, or 
the top 50$ on the dominant variable, which in this case is Morale, or it 
may be found by taking the group of students who score above the mean on
•X-
the main variables in the factor. As in the previous section I have opted 
to take the more comprehensive group of students High/Low on the Main 
Variables, and have indicated in a footnote v/hen there is any deviation from 
this pattern in the other tv/o groups.
In this sample of 560 students, there v/ere 96 above the mean and 70 
belov/ the mean on the main variables in the.School Environment factor; 
Morale, Loyalty and Actual Goals of Liberal, Social and Religious Education.
Religious and S.E.S. Background of High and Low Achievers on School 
Environment.
Except for father’s education and Catholic schooling, there are 
practically no differences whatever in the home backgrounds of students 
High/Lc^ on School Environment. In Chapters 7 and 8 of this study, it was 
obvious that Goal Satisfaction and Morale v/ere negatively correlated with 
parental S.E.S. With the extreme groups under examination here, however, 
parental S.E.S. does not appear to be important. The students Low on School 
Environment come from homes where the fathers have had significantly more 
formal education and Catholic schooling, than fathers of students in the 
sample generally but not significantly more than the fathers of the High 
Achieversc What is a more relevant characteristic of these High and Low 
Achievers is the S.E.S. of the school. Three High S.E.S. schools, which 
account for 30$ of the total sample have 62$ of the students Low on School 
Environment and only 20$ of the students High on School Environment. I 
propose now to. examine the performance of these two groups first on the 
Larger Cultural and Religious Envir moment, then on the Examination 
Achievement factor.
* The criteria for selection of the main variables are the 
first principal component weights for the factor.
High/Low Achievers on School Environment on Students' Larger Cultural and 
Social Environment.
An examination of the performance of the High/Low Achievers on School 
Environment on the combined adjacent factors of Religious Outcomes and 
Student Ideals and Cultural Activities reveals the fact that the Students 
High on School Environment are also High on all variables in the second pair 
of factors; students Low on School Environment are Low on the second pair 
of factors and the differences are significant at least at the 1$ level.
The results are recorded below in Table 12.10.
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Table 12.10
Performance of Students High/Low on School Environment on the Larger Cultural
*
and Religious Environment: Modified Standard Scores.
Variable
High Achievers 
on School 
Environment 
N=9 6
Low Achievers 
on School 
Environment 
N=70
Comparison of 
Scores
Integration between
Christian Beliefs and +43 -43 P < .01
Secular Subjects
Liberal Education +40 -20 P < .01
Social Education +43 -27 P < .01
Religious Education +77 -54 P < .01
Post-Vatican Theology +35 -41 P < .01
Religious Values +44 -58 P < .01
Religious Practice +45 -25 P < .01
Cultural Activities +35 -26 P < .01
* To avoid confusion in the format of Table 12.8, the phrase 
Modified Standard Scores has not been repeated.
High/Low Achievers on School Environment on the Examination Achievement 
Factor.
It is often said that senior schools serve the interests of the very 
bright students and tend to neglect the average or dull students. Quite 
unexpectedly the students who are extremely well satisfied with their 
schools are not performing significantly better on any of the variables on 
the Examination Achievement factor. The High Achievers on School Environment 
are slightly above the mean on the average score for the Higher School 
Certificate (480), but the Low Achievers are performing as well as the total 
sample. (474«) If comparisons are made between Commonwealth Secondary and 
University Scholarship winners between the two groups, there are no
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appreciable differences whatever. This result holds also if the highest 
and lowest 6J$ of the students on the Morale scale are considered.
Students High/Low on Examination Achievement,
The final High/Low Achieving Group to be considered are those on 
the Examination Achievement factor. The group selected in this case are 
approximately the highest and lowest 6J$ of the distribution of scores on 
the Higher School Certificate. An examination of the distribution of scores 
for the 560 students reveals the fact that 36 students score between 624 
and 757 and 46 students score between 173 and 324» The mean for the total 
sample is 474*4 and the standard deviation is 100*1. The scaled scores on 
the Higher School Certificate for the Very High and Very Low Achievers is 
included below in Table 12.11.
Table 12.11
Scaled scores of Very High/Very Low Achievers on the Higher School
Certificate
Very High Achievers Very Low Achievers
N=36 N=46
Mean S.D. Mean S.D.
Higher School Certificate 661 28.0 275 36.6
The Very High Achievers’ average scaled mark of 661 is about 100 
above that required for a Commonwealth University Scholarship in the year 
1970, so the group is a very able one, if the Higher School Certificate 
result is any criterion. The Very Low Achievers on the other hand are about 
as unsuccessful, examination-wise, as it is possible to be. What are the 
characteristics of the two groups of students?
Parental Background of Very High and Low Achievers.
The most surprising thing that emerges from a comparison of the 
parental background of the two groups is that there are no significant 
differences between the groups on father’s occupation or parents’ education.
* It is interesting to note that if the top and bottom 50$ of the 
Distribution on the Morale scale is taken, there is a slightly 
different pattern. In this categorization of High/Low Achievers, 
the High Achievers are High on Religious Outcomes and Examination 
Achievement, but not on Student Ideals and Cultural Activities; 
the Low Achievers are Low on Religious Outcomes and Examination 
Achievement, but not on Student Ideals and Cultural Activities.
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The only two variables on home background which are significantly different 
(at 5$ level) are the Number of Journals Taken and Mother's Religion. The 
High Achievers come from homes where there are more journals taken and where 
more of the Mothers are practising Catholics than in the homes of the Low 
Achievers. Strangely enough the High Achievers come from homes where there 
are more children (4 .15) than in the Low Achieving groups (3•5^)•
These results do appear to contravene a good deal of contemporary 
research, but it needs to be remembered that by sixth-form, selection has 
already taken place, and only the more able girls of working class parents 
survive to sixth-form. By then, motivation, general seriousness of purpose 
and ambition are probably as important as home background in determining 
examination success.
It is particularly interesting to note the performance of these 
most and least successful students on the other factors, and the results 
might seem at first surprising. The Very High Achievers are Very High on 
the Ideals and Cultural Activities factor and the Religious Outcomes factor 
but not on the School Environment factor. The Very Low Achievers are Very 
Low on the Student Ideals and Cultural Activities factor and the Religious 
Outcomes factor, but not on the School Environment factor. This result 
holds for whatever definition one takes of High/Low Achievers. For the 
sake of brevity now, I want to concentrate on the performance of these Very 
High and Very Low Achievers on the Higher School Certificate on the 
Religious Outcomes factor, and on the School Environment factor.
Students Very High/Very Low on Examination Achievement on Religious Outcomes
Contrary to popular opinion, the very able students intellectually 
are also very religious; they are significantly higher than the total 
sample on all religious outcomes. The least able students are significantly 
lower than the total sample on four of the five religious outcomes. In 
Table 12.12 below are recorded the modified standard scores for the Very 
High and Very Low Achieving group on the Higher School Certificate on the 
Religious Outcomes factor. In four out of the five criterion variables, 
the differences are significant at the 1 a/o level.
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Performance of Students Very High/Very Low on the Higher School Certificate
*
on the Religious Outcomes Factors Modified Standard Scores.
Table 12.12
Religious Outcomes 
Factor
Very High Achievers 
on H.S.C.
N=36
Very Low Achievers 
on H.S.C.
N=46
Comparison 
of Scores
Integration +46 -14 P < »05
Ideal Religious 
Education Goal +40 -23 P < *01
Post Vatican Theology +61 -27 P < *01
Religious Values +36 -48 P <  *01
Religious Practice +26 -33 ►d IA • O
* To avoid confusion in the format of Table 12.12, the phrase 
Modified Standard Scores has not been repeated in the heading.
An examination of Table 12.12 above reveals quite remarkably the 
differences in "religious" performance between the most and least successful 
students on the Higher School Certificate. The full implications of the 
table ' I will discuss later. For the present I want to look briefly at the 
performance of these two groups at the School Environment factor and there 
the pattern is very different. There are no significant differences between 
the tv/o groups on any of the 12 variables. If anything the Very High 
Achievers tend to be more critical of their schools than are the Very Low 
Achievers or the total sample - especially on the Actual Goals of Liberal, 
Social and Religious Education. On the important Morale scale both groups 
are just about exactly on the mean for the total sample (modified standard 
scores are +3, -1 for the two groups) and on Enjoyment of School both 
groups are again almost identical v/ith the mean (+5, -1), while the Very 
High Achievers are slightly more critical of Christian Doctrine classes, 
than axe the Very Low Achievers. The only variable which even approaches 
a significant difference is Loyalty where the High Achieving group has a 
modified standard score of +21 and the Low Achievers a score of -15« The 
fringe variable, Involvement in School Activities at H ^ , which links the 
School Environment factor v/ith the Examination Achievement factor does 
indicate significant differences between the two groups: the modified 
standard scores for the Very High and Very Low Achievers are +60, -70 
respectively and the differences are significant at least at the .1$ level. 
This phenomenon of the very able students being involved in all sorts of 
school activities is a very common one. It just happens that the students
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who are the most successful academically very often are also the school 
captains or prefects, or sports captains or members of the orchestra or 
debating and sports teams.
Conclusions and Implications of the Data.
There are a number of fairly conservative judgments to be made 
about the results so far recorded in this chapter. In the first place, the 
achievement of students in religious education does not appear to be at the 
expense of achievement in education generally or in the public examinations. 
As the criteria for achievement in religious education I am taking the 
students' performance on the five variables already discussed: Religious 
Values, Post-Vatican Theology, Religious Practice, Ideal Religious 
Education Goals and finally Integration between Christian Beliefs and 
Secular Subjects. As the criteria for achievement in education generally 
I am taking students’ performance on the Ideal Goals of Liberal Education 
and on the Cultural Activities scale. As the criteria for achievement in 
examinations I am taking students’ performance on the Higher School 
Certificate. The first and third sets of criteria - on religious.education 
and examination achievement have already received ample attention, but the 
second group - the criteria for education generally needs at least some 
brief explanation.
In my discussion of education in Chapter 4» I made a good deal of 
the point, that education has to do with knowledge and understanding and 
commitment to what is internal in worth-while activities. The Ideal 
Liberal Education Goals scale comes close to this Peters-Hirst ideal of 
education, since it includes as ideals items such as providing experience 
in the main areas of human knowledge, encouraging love of literature and 
the arts, providing opportunities for creative work, developing habits of 
critical thought, encouraging initiative and independence. However, ideals 
are not sufficient in themselves; students could well pay lip-service to 
these ideals of Liberal Education and do nothing about them in.practice.
The Cultural Activities scale is a measure of v/hat students do, how much 
they actually enjoy going to concerts or the theatre, playing or listening 
to serious music, reading poetry, discussing politics or religion, watching 
serious T.V. programmes like ''Impact”, "This Day Tonight" and "Civilization". 
As Cultural Activities is an indication of what students do, it is possibly 
a better indication of general educational achievement than the value 
students ascribe to Liberal Education. As it happens there is a high 
correlation (0.34) between Ideal Liberal Education Goals and Cultural 
Activities, and I have taken this pair of scales as the criterion for 
general educational achievement.
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To return now to my original proposition, that the achievement of 
students in religious education does not appear to be at the expense of 
achievement in education generally or in the public examinations. I intend 
to approach the proposition by attempting to falsify its opposite.
One of the possible hazards of the religious school, at least in 
popular opinion, is that religious education and development might take 
place at the expense of educational and examination performance. The reasons 
why this might be the case are that students have to give a certain amount 
of time to Christian Doctrine classes or that the religious school has a 
narrow intellectual focus because it is a religious school, or that the 
anti-intellectual tradition apparently once characteristic of Catholic 
educational institutions is still operating, or finally that the narrow 
social and cultural tradition of the Catholic Church in Australia, because 
of its predominantly working and lower middle-class origins, is still 
affecting the educational and cultural outcomes of senior students.
.There is probably no doubt that at certain times in Australian 
history, some or even all of these possibilities were actual realities - at 
least where examination achievement was concerned, especially in the Convent 
High Schools. The criteria for educational achievement are more difficult to 
specify, but there may well have been a tradition in the Australian Church 
implying that achievement in education or examination inevitably meant 
achievement at the expense of religious education. Bishop Geoghegan’s 
famous dichotomy between faith and secular knowledge quoted at the 
beginning of this study could well be evidence of such a tradition.
There would be no evidence for the proposition that religious 
education and religious development take place at the expense of educational 
and examination achievement ifs (l) the high achievers in religious 
education are also high on educational and examination achievement and
(2) the.educational and examination achievement of the schools in the study 
is high, relative to the total population or at least relative to some 
objective standard. The evidence for (l) above has already been presented 
in great detail, especially in Tables 12.8 and 12.9 . The evidence for (2) 
is obvious for examination achievement but more impressionistic for 
educational achievement. It is clear from the discussion in Chapter 10 
that the general level of performance of students in this sample is well 
above the mean for Catholic schools generally on the number of Commonwealth 
University Scholarships per 100 pupils (20.4$ in comparison with 16.9$) 
and that Catholic schools generally are v/ell above the mean for All Schools 
(1 6 .9/» in comparison v/ith 1 4 .5$) •
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The evidence for a high objective standard on education achievement 
for the students generally is more difficult to present, but I think it is 
still substantial. The criteria for educational achievement are the Ideal 
Liberal Education Goals and the Cultural Activities scale. The mean for the 
total sample on both these scales is high by any objective standard, in that 
students generally give a positive response per item in each of the two 
scales. The average per item in the Ideal Liberal Education scale is 2.07, 
a point already discussed in Chapter 7j the average per item in the Cultural 
Activities scale is 2.24» This means that students in the sample generally 
think every item in the Liberal Education scale "Very Important", and find 
each of the item on the Cultural Activities scale "Enjoyable".
The High Achievers in Religious Education perform well above the 
mean for the total sample in the importance they assign to each goal on the 
Ideal Liberal Education scale (1.83 per item) and in the enjoyment they 
derive from the various items on the Cultural Activities scale (1•83 per 
item). One is then justified in saying that in this sample, the high 
achievers in religious education appear to be very successful also on 
educational and examination achievement, and that religious education has 
not been at the expense of achievement in other important spheres of school 
life.
The second conclusion that appears to follow from the data has to do 
with the "religious" performance of Very High Achievers on Examination.
Again I intend to present the evidence by falsifying the proposition 
opposing it. Could the case be that the Very High Examination Achievers 
and the Very High Religious Education Achievers are two different streams?
If this were the case, then one could say that the school has not functioned 
well as a religious education institution, because the two streams have not 
come together. The two-way relationship that appears to hold between High 
Achievement in Examination and Religious Outcomes appears to negate the 
proposition. The Very High Achievers on the Higher School Certificate (in 
any of the three ways of defining High Achievers) are high on Religious 
Outcomes.
This does seem to suggest that religious understanding and 
development seem to be connected with the educational process generally, 
at least in these nine Catholic schools. The fact that the Very Low 
Achievers on the Higher School Certificate are also very low also on all 
religious outcomes does support this suggestion. In Chapter 4 I made the 
distinction between religious education and religious training or general 
religious development, in the distinction between aims and purposes of the 
Catholic school. Once perhaps it could have been said that religious
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education in Catholic schools v/as confused or confounded with religious 
training', or a rather rote-like insistence on learning off the "truths” of 
the faith from the Catechism, or inculcation of rather mechanical religious 
practices•
.If this type of religious education were still going on in Catholic 
schools, one would not expect that the very able students intellectually 
would accept it; that is, one would not expect that the very able students 
would be high also on religious education,.and yet they are. If this type 
of religious.education were still going on, one would expect that the very 
conservative, non-critice.l and least able students intellectually would 
accept it, and this does not seem to be happening either. This seems to 
suggest that in these schools religious training is not something additional, 
something imposed from the outside, but that it is part of the educational 
process, since obviously the two streams of High Examination and High 
Religious Achievers come together. All this is to suggest that religious, 
education now is not like the Geoghegan faith/secular knowledge dichotomy, 
but more like the kind of educational process outlined in Chapter 4* The 
further point that one might draw from this obvious association betv/een 
Religious/Educational/Examination Achievement is that the findings are 
compatible with the theoretical proposition suggested in Chapter 4» that 
religious education can only succeed if general education succeeds. The 
relationships betv/een the two areas of understanding are so closely knit 
that growth in one seems inevitably destined to influence the other. I 
intend to return to this point.
It is interesting to speculate on the possible mechanisms of these 
consistent associations betv/een achievement in religious education and 
achievement in education and eeaminations. One would expect that 
intelligence is actually associated with religious understanding and 
therefore with reoigious outcomes generally. Further weight is given to 
this suggestion by the performance of the Very High Achievers on the 
Post-Vatican Theology scale. The Post-Vatican.Theology is the religious 
understanding scale constructed for this Study, and attempts to measure the 
students' understanding of Post-Vatican orientations in Theology. The Very 
High Achievers in this scale are even higher on the examination performance 
than the High Achievers on the Religious Values scale - and the Very Low 
Achievers are similarly much lower on examination performance. This fact 
seems to support the proposition that the extremely high correlation betv/een 
Religious/Examination/Educational outcomes is partly explained by the 
extremely high correlation between religious understanding and religious 
outcomes.
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A second possible mechanism to account fer tho constant two way
association between success in religious education and in other aspects of 
school life is that learned perception and understanding in secular subjects 
may be affecting religious understanding. In other words, the more the 
students come to understand literature and science, the more this 
understanding flows over into their general religious understanding, and 
their general religious values. Striking evidence for this is found in the 
Integration scale. After this question on the Student Goals Questionnaire, 
there was a space left for students to give examples where Christian Beliefs 
had been strengthened, supported, weakened or contradicted by their secular 
subjects. An examination of the comments of the 36 Very High Examination 
Achievers indicates that they are about twice as likely as the general 
sample to give a positive response, and three times as likely to give actual 
examples, and the examples most often chosen were from literature and science.
A third possible mechanism is that religious commitment and general 
seriousness of purpose which characterize the Very High Achievers in 
Religious Outcomes might well provide academic motivation and encourage
*
achievement. It could be that Table.12.8 and Table 12,9 give some 
indication of increased motivation in the High Achieving religious group. 
Between fourth and sixth-form there is a general improvement in examination 
performance for the High Achievers in Religious Education and a slight 
deterioration or static state for the Low Achievers. In fourth-form, the 
High Achievers in Religious Education gain 30$ of the Commonwealth 
Secondary Scholarships; in sixth-form they have increased to 38$. In 
fourth and sixth-form'the Low Achievers have remained the same at 13$, while 
the total sample has increased from 16$ to 20$ in the two year period.
The fourth mechanism that might account for the constant two-way 
association between the religious and examination achievement is the 
influence of the home. The homes of the high achievers in Religious 
Education are consistently more religious and the mothers have had 
significantly more education, more Catholic schooling, and the families 
take more journals. The Very High Achievers in the Higher School Certificate 
come from homes which take more journals and where the mothers have had 
more formal education (though slightly below the level of significance) and 
where the mothers are more often practising Catholic. Religion on its own 
does not necessarily make for a good educational background, but it could
* Lambert (1968 2.) noted that religious motives were sometimes 
used" by staff as incentives not only for moral action but 
also for examination achievement.
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be that.religion in this case is an indication of general seriousness of 
purpose, which might explain the motivation of the daughters.
A third point could be made about the results, and it refers to the 
"success culture" idea. Could the two-way correlation between religious 
education and general education/examination success be explained thus? A 
Catholic school presents achievement in a whole range of things before its 
pupils - including achievement in religious education, education generally 
and examinations. Some pupils more talented, serious and success-oriented 
than others tend to succeed in all these things presented to them by their 
teachers as worthy of their attention. Therefore one cannot argue as I 
have done in the points above*
The argument against this position is tentative, but if the above 
position were really characteristic of Catholic schools, then the High 
Achievers on Examinations and Educational Outcomes would also be high on 
the School Environment factor, and especially on the dominant variable 
morale - and this is not the case. Nor is it true that the Low Achievers 
on Examination/Education Outcomes generally are low on the School 
Environment factor.
One final point needs to be made and this is the constant two-way 
association betv/een the School Environment and the Religious Outcomes 
factors, betv/een School Climate and Religious Education. Students high on 
one factor (in any one of the three definitions above) are high on the 
other factor and vice versa. Similarly students low on one factor (in any 
one of the three definitions above) are low on the other factor and vice 
versa.
It is possible to explore this relationship between religious 
education and school climate in stages, proceeding from the more particular 
to the more general results. In the first place, in answer to my original 
question: How integral is religious education to the school for the 
contemporary sixth-form Catholic student? One can say that students see 
religious education(where religious education is defined by my scale of that 
name) as a significant and integral part of the actual goal system of the 
school. The evidence for this is the correlation between the Religious 
Education and Liberal-Social Education on the Actual Goals cluster at point 
F on the model. Furthermore the position of the Actual Goals cluster in 
the model, in particular its high correlation v/ith the Student Morale 
cluster at E and Loyalty at H, indicate that a high score on any one of the 
Actual Goals including Religious Education implies a high score on the 
adjacent variables of Student Morale and Loyalty. This indicates that the 
Actual Goal, Religious Education is not only integral to the goal system of
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the school, it is integral to the whole School Environment factor. Students 
who are happy or satisfied with the Religious Education (and Liberal-Social 
Education) goals actually stressed in the school are happy or satisfied with 
their schools generally.
One farther point seems to follow from the model, and this is the 
fact that the Openness to School Religion cluster (Point I on the model) is 
also obviously part of the School Environment factor. In other words, 
students who have high scores on the actual goals of their schools - 
including the secular goals, are not only more loyal, they are more open to 
the religious influences of the school - at least in their own estimation; 
they are more likely not only to enjoy school generally but to enjoy 
Christian Doctrine, and they are more likely to suggest that their 
religious development has been influenced by their teachers and by their 
Christian Doctrine classes at school. This is indicated by the high 
correlation on the model between Actual Goals (F) and Openness to School 
Religion (i).
The close proximity of Openness to School Religion (i), which is 
part of the School Environment factor, and Integration betv/een Christian 
Beliefs and Secular Subjects (j), v/hich is part of the Religious Outcomes 
factor, suggests a further link, and possibly hel]:s to explain the 
mechanism of the consistent associations between the School Environment and 
the Religious Outcomes factors. The religious impact on the student seems 
bound up both with the students' experiences of the procedures of the 
school (the Actual Goals) and their own feelings of loyalty and enjoyment, 
but also with understanding - since the Integration scale is essentially 
one of understanding the relationships between.Christian Beliefs and 
Secular Subjects. There is not the space here, but in Appendix 5 (Tables 
A5.9, A5.10) I have explored in some detail the relationships between points 
F, I, J for the total sample and f<*r each school. I have called these 
points the School Religion factor and there seems to be evidence in that 
Appendix, and here on the model that both cognitive and attitudinal elements 
are determining the school’s influence on students.
All this is not to underestimate the influence of the homes or the 
peer group on students’ experiences of their schools. These influences are 
taken for granted. There seems to be no doubt, however, that the schools 
are having an impact on the students independent of the homes. There seems 
to be no doubt either that the general theoretical proposition of the 
relationship between procedures and content discussed earlier is actually
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justified in this sample. The constant two-way association betv/een the 
School Environment and the Religious Outcomes factor does suggest that 
unless the students experience the school as a Christian environment, then 
they are not open to the Christian message; in other words, unless their 
experiences of the procedures of the school (measured by the various 
scales) in some way reinforce the Christian content of the school, then 
the Christian content is not mediated either, and religious education is 
not successful. The very low performance on the Religious Outcomes 
factor of students low on the School Environment factor adds weight to 
this suggestion. The conclusions here are necessarily tentative but 
there does seem to be evidence that religious education and school 
climate can and do reinforce each other in important ways.
Chapter 13
Part V 
CONCLUSION 
Summary and Implications of the Study.
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CONCLUSION : SUMMARY AND DUPLICATIONS OF THE STUDY.
This concluding chapter is divided into three main parts; (l) a 
brief outline of the study, (2) a summary of the main results, and
(3) the implications for further research and practice.
Outline of the Study.
The study began with a consideration of the Bishops’ idea of the 
Catholic school at its.establishment as a separate system in the 1870’s.
At a theoretical level, the Bishops insisted on the "unity of education", 
and the "interpenetration" of secular subjects by Christian Doctrinej at 
a practical level, they insisted on the importance of the actual procedures 
of the school, and in particular on the importance of the example of 
teachers in providing a Christian environment, where religious education 
could take place. In,their efforts to provide this unity of education and 
Christian environment, the Bishops relied on congregations of Religious 
Sisters and Brothers, who conducted the schools, provided both the religious 
and secular education, and who, in the theory of the Bishops anyway, would 
provide the total Christian environment.
In the one hundred years since the Catholic school was established, 
great social, educational and religious changes have taken place in 
Australia. My central concern in the study is to discover how integral is 
religious education to the whole culture of the Catholic school for the 
contemporary sixth-form girl. The contemporary Catholic sixth-form student 
is seen as exemplifying in her expectations, values, attitudes and 
performance many features of current Australian life generally and of 
Catholic life in particular. For such a girl, v/hat does the "unity of 
education" mean? Are the original hopes of the Bishops possible now that 
the school has assumed a vastly different character from the one they 
envisaged? Is it possible to integrate Christian Doctrine and secular 
subjects at the school level? Is it possible to provide a total Christian 
environment when the consensus of faith characteristic of the original 
Religious Communities is no longer present and v/hen the parents may be 
choosing Catholic schools for their daughters for reasons other than 
religious education? Are the pressures of the public examinations 
militating against religious education?
Chapter 13«
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As a way of getting at the central questions of the study I looked 
briefly at some of the recent research literature on the climate or culture 
of educational institutions, and selected certain points relevant for my 
purpose. The points selected were; the concept of school climate, the 
methods of measuring it, the effect of school climate on student behaviour, 
and finally some contributing factors to school climate.
It is a matter of common experience that each organization has its 
own particular climate or cultural environment; at the beginning of this 
study, school climate v/as described as "the atmosphere, the sum total of 
relationships and behaviour patterns - the dynamics - of all the people 
involved in a school as they relate to and affect the purposes of the 
school'1. Attempts to measure climate have generally concentrated on 
selecting and/or relating what Chein (1964) calls the "strategic variables" 
that describe or define the experiences of the participants in the school. 
Some writers like Pace and Stern (1958) and Coleman (19 6 1) have concentrated 
on the student groups; some like Halpin and Croft (19&3) have concentrated 
on staff, while others like McDill and others (19^7) have worked v/ith both 
groups. An examination of the research literature also reveals the fact 
that school climate does have important influences on students and staff, 
and that the climate may be modified by factors external to the school.
Backman and Secord (1968) point out that two main contributing 
factors to school climate are the nature of the school itself and the 
attributes of entering students. Under "nature" of the school, the authors 
include the goals, the authority system, the administrative policies and 
the quality of the staff. Under "attributes of entering students", the 
authors include the age and sex of the pupils, their varying abilities, 
the values and aspirations they bring to the school in virtue of their 
previous experience, their family residential and social class background.
This review of the research literature gives some indication of the 
general organization of the study. I am concerned with building up an 
accurate account of the contemporary sixth-form Catholic girls’ school, and 
in particular with discovering what part religious education plays in the 
student's experiences of the Catholic school. In order to do this, I 
selected certain strategic variables and from data collected from 560 
sixth-form students in nine Catholic girls’ schools, I have attempted to 
measure and then to relate them. The strategic variables covered five main 
areas; students' ideal goals for the Catholic school, their perceptions of 
and attitudes to their schools generally, their religious outcomes, their 
leisure activities and examination achievement. Data v/ere also collected 
from staff on their perceptions of the schools generally, and Religious
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The task of measuring and relating these strategic variables v/as 
carried out in two distinct stages, with statistical techniques appropriate 
for my purposes. These two stages of the analysis are frequently 
mentioned in the study. Stage I Analysis of Data refers to the selection 
and measurement of strategic variables $ Stage II Analysis of Data refers 
to the relating of the strategic variables, and culminates in the 
construction of Model I.
Ti/hile the measuring and relating, of strategic variables mentioned 
above form the central part of the study, there is another important 
introductory section which sets this quantitative analysis in perspective. 
The strategic variables and the two-stages analysis mentioned above have 
mostly to do with the students and the staff's experiences within the 
school situation, and for this reason I have called these.sections the 
Cultural Aspect of School Environment. There is, however, another important 
area of discussion - the modifying influences on school climate, and these 
are influences or factors which are independent and sometimes external to 
the school. I have called this area of discussion the Structural Aspect of 
School Environment.
This Structural Aspect of School Environment has to do with the 
whole administrative network of Catholic girls' schools, and in particular 
with the emergence of the contemporary sixth-form schools: the Private 
schools, the Regional schools and finally the Multi-Order Regional schools. 
It also concerns the actual policies and,practices of the existing schools : 
the enrolments, the selection procedures, the qualifications, tenure and 
religion of the staff. Finally it involves a detailed account of the 
sixth-form students: their parental social and religious background, their 
previous schooling experiences and the length of time spent in their 
present schools.
The study then is divided into five main parts. In. Part I, I was 
concerned with this Structural Aspect of School Environment, v/ith special 
references to the changes in administration and the characteristics of the 
present schools and of the present senior students which seem to me 
important influences in modifying both staff and students' experiences of 
the school. In Part II I discussed at some length the key concept of the 
study, religious education. I examined the history of the concept in the 
Australian Catholic Church and then analysed certain changes in the Church 
generally which seemed to me to be modifying the older concept in important 
ways. This newer concept of religious education emerging since the Second 
Vatican Council is one which is very much in accord v/ith recent writing in
staff on their perceptions of the ideal goals of the Catholic school.
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the philosophy of education.
This concept of religious education is central to the study in 
that it indicates the intimate connection betv/een education generally and 
religious education and suggests that religious education is so bound up 
with other forms of understanding, that it cannot "succeed" unless 
education generally succeeds. This concept is also central in that it 
provides the criteria for "success" in religious education and provides the 
theoretical framework in which the goals of Catholic schools can be set. 
Towards the end of Chapter 4 1 suggested that the theoretical link between 
the content and procedures of education discussed by contemporary 
philosophers has its analogue in the school by the link between curriculum 
content and the day-to-day procedures experienced by the students.
Religious education,may v/ell be the main goal of the school, at least for 
the Religious staff, but unless the students actually experience the r 
content of the Christian message in their day-to-day experiences with the 
principal, with the staff and with each other, then it is likely that the 
climate of the school v/ill not mediate the Christian message.
While Part II was given over mainly to a discussion of religious 
education, there was also a chapter describing the questionnaires in some 
detail, giving the assumptions underlying the questionnaires and examples 
of actual items.
Part III of the study contains Stage I of the Data Analysis, and is 
concerned v/ith the formation of scales from the various questionnaires. It 
contains five Chapters, one on data collection and methods of analysis and 
the other four on the results of the staff and student School Goals 
Questionnaire, the staff and students’ School Climate Questionnaire, the 
students’ Religious Outcomes Inventory and final the students' examination 
achievement. At the end of each of these chapters, there is an attempt to 
relate the structural and cultural aspects of school environment. Where 
appropriate the following questions are asked: What differences do School 
Organization, Parental or School S.E.S. or Parental Religion make to the 
students or the staff? What difference does Multi-Order organization make 
to lay-staff for instance? What difference does Parental or School S.E.S. 
make to students goal satisfaction or morale? What difference does 
Parental Religion make to students’ religious outcomes?
Part IV of the study comprises Stage II of the Data Analysis, and 
is an attempt to relate the.various scales formed at Stage I of the Data 
Analysis. It is an attempt, for instance, to relate staff and student 
morale, students’ perceptions of their school generally with their religious 
outcomes, and with their general educational and examination achievement.
Part IY then is concerned primarily with the construction of Model I which 
supposedly describes the "cultural terrain" of the contemporary sixth-form 
Catholic girl as she experiences her school environment. Chapter 11 of 
Part IV was given over to a detailed description of the formation of the 
model and then to an examination of key points on the model. Since there 
v/as not sufficient space in the main study, a special appendix (Appendix 5) 
is given to examining the model in each of the schools and in the two main 
groups of schools, Multi-Order and Single-Order.
Finally in Chapter 12 of Part IV, I attempted to see what the model 
means and to account for the consistent two-way relationships between 
religious education and educational/examination achievement and between 
achievement in religious education and achievement on the school 
environment factor. In this final section Part V, there is simply an outline 
of the study, a summary of the main results and some suggestions of the 
implications for further research and for practice.
Summary of the Main Results.
The summary of results proceeds from the more particular results of 
the Stage I Analysis of Data to the more general results of the Stage II 
Analysis of Data; I intend to present the main findings in the order in 
which the relevant chapters occurred.
Results of Stage I Analysis of Dat a .
The staff and student School Goals Questionnaire.
The main findings from the analyses of staff and students responses 
on the Ideal Goals section of the questionnaire are three in number. In 
the first place, between staff and students there is a remarkable similarity 
as to what constitutes the various goal scales, which I subsequently called 
Liberal, Social, Religious Education and Examination Achievement. This 
similarity of perspective and the statistical reliability of the scales 
enable comparisons to be made between staff and students on the importance 
assigned to each of the four scales. In the second place, there is a vast 
difference in importance assigned the various goals by the two groups. 
Expectably enough Religious Sisters assign highest priority to Religious 
Education and lowest priority to Examination Achievement, while for students 
the very reverse is true; they assign highest priority to Examination 
Achievement and lowest priority to Religious Education. In the third place, 
between the two groups there are important differences in the internal 
relationships among the various goal scales. An examination of the 
correlation matrices of the ideal goal scales shows that the Religious 
Sisters have.a well integrated ideal goal system, while the students have not* 
For students, Examination Achievement is by far the most important ideal 
goal of the school, yet this particular goal has not significant correlations
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with either Liberal or Religious Education and a barely significant 
correlation with Social Education. For both groups, however, the ideal 
goal of Religious Education is a well integrated part of the goal system 
generally.
The second set of results on the School Goals Questionnaire 
concern the students only and they have to do with Goal Satisfaction and 
the effect of structural variables like Parental and School S.E.S.,
Parental Religion, and School Organization on students’ goal satisfaction. 
Goal Satisfaction in this study is defined as the.difference between the 
students’ perception of the ideal and actual goal, between the importance 
they think the goal ought to have and the importance actually placed on 
the goal in their experiences at school during sixth-form. There are four 
quite striking results in this section. In the first place, an analysis of 
the Goal Satisfaction scores for the total sample reveals a fairly low 
degree of satisfaction with Liberal and Social Education and Examination 
Achievement but an almost perfect level of satisfaction with Religious 
Education. In other words, students in these sixth-form schools indicate 
that they are having as much Religious Education as they think they ought 
to have, and as already suggested, their level of expectation is fairly 
modest to start v/ith. Further examination of the Goal Satisfaction scores 
within individual schools indicates that students in some schools are 
"over-satisfied”; that is they are getting more Religious Education than 
they think they ought to have.
The second quite striking result about the Goal Satisfaction scores 
is the almost perfect negative correlation between Goal Satisfaction and 
both Parental and School S.E.S. There is an almost perfect pattern of 
increasing goal satisfaction as one moves down the different occupational 
and educational categories of students’ parents. The daughters of 
Professionals are less likely than the daughters of Managers to be 
satisfied with the goals of their schools; daughters of Managers in turn 
are less likely to be satisfied than are the daughters of Clerical Workers 
and the daughters of white-collar workers generally are less likely to be 
satisfied than are the daughters of blue-collar workers. The same pattern 
holds in the analysis of the educational categories.
When School S.E.S. rather than Parental S.E.S. is considered the 
same pattern emerges even more strikingly. The four High S.E.S. schools 
are consistently dissatisfied and the five Low S.E.S. schools are 
consistently satisfied. When School Organization is considered, and the 
High and Low S.E.S. schools are divided into Single-Order and Multi-Order 
Organization, the same pattern holds, but v/ith one subtle difference.
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The High S.E.S. schools, whether Single-Order or Multi-Order are consistently 
dissatisfied on Liberal, Social and Religious Education, and the Low S.E.S. 
Schools, whether Single-Order or Multi-Order are consistently satisfied on 
these goals. On Examination Achievement, hov/ever, there is a difference.
The Multi-Order schools are consistently satisfied and the Single-Order 
schools consistently dissatisfied, and this finding does substantiate some 
of the discussion in Part I of the study. The Multi-Order schools are all 
new, well equipped and tend to have specialist teachers from many 
congregations. The Single-Order schools, on the other hand, are still often 
hampered by lack of adequate staff and this applies as much to the. Private 
Schools as to Regional schools in Sydney. To balance this finding, I 
should also point out that students in Sydney schools generally appear to 
be more examination-oriented than those in the schools Beyond Sydney in 
this sample - a point already discussed at length.
Two final points need to be made about Goal Satisfaction, and 
both refer to Religious Education. The first is the fairly consistent 
association of "oversatisfaction" in Religious Education with Low Parental 
or School S.E.S. and Low Parental Religion. Daughters of blue-collar 
workers, of primary educated parents, and students in the two sets of Low 
S.E.S. schools all consider that they are having more Religious Education 
than they think necessary; daughters from Low Religious Homes also 
consider that they are having more Religious Education than they think they 
ought to have. The second point about Goal Satisfaction in Religious 
Education is the effect of Parental Religion. The finding generally is: 
the higher the degree of Parental Religion, the lower the degree of Goal 
Satisfaction in Religious Education. In other words, students from High 
Religious Homes are more likely to consider Religious Education important 
as an ideal goal of the school and more likely to perceive that the actual 
goal of Religious Education is below their expectations.
Staff and student perceptions of the school.
The main findings from the Staff Climate Questionnaire are that 
staff generally are satisfied, with their schools on seven of the nine 
scales measuring staff climate. The least satisfactory aspect of staff 
life at present is Christian Doctrine teaching in the secondary school, 
and this scale is the only occasion when the responses of Religious staff 
are consistently more negative than those of lay staff. The other 
generally unsatisfactory aspect of staff climate generally is on the 
Supports scale - where.teachers are obviously experiencing the difficulties 
due to staff shortages, lack of adequate facilities and sometimes too
demanding teaching programmes. Despite these two scales, however, staff 
scores on the Principal and on Staff Morale generally were high.
Analyses of scale scores for lay and religious staff separately, 
and then for Multi-Order and Single-Order organization revealed a number 
of significant results. The scores for lay staff in Multi-Order schools 
are higher than those of lay staff in Single-Order schools on all the 
main scales. This finding substantiates my own impression that lay staff 
find Multi-Order schools more open than Single-Order schools to a policy 
of general consultation among staff members. The scores for Religious Staff 
in Multi-Order schools, however, are not always so obviously favourable.
The Sisters’ perceptions of the Principal are considerably higher in the 
Single-Order schools than in the Multi-Order schools, though on other 
important staff scales, like Morale, Public Relations and Goal Consensus, 
the differences betv/een the Sisters’ scores.in the two types of schools 
are marginal. .There is evidence, therefore, to substantiate my point 
made in Part I, that Multi-Order organization does put special demands on 
the Principal (up till the present always a Religious Sister) in 
mobilizing support from different Religious congregations, with different 
commitments to education. The original association of a particular school 
with a particular Religious Congregation gave a certain unity, stability 
and common tradition that may be lost in the newer type of school 
organization.
Finally to take the students’ perceptions of the school.
Expectably enough students are much less favourable than staff in their 
perceptions of the school. Where staff generally give a positive response 
per item on each of the items on the Principal and Morale scales (common . 
to staff and students), students tend to give an average neutral response, 
though there are wide variations from school to school. As the effect of 
structural variables such as Parental and School S.E.S. and School 
Organization are almost a perfect replica of the results recorded above 
for Goal Satisfaction, they are not repeated here.
The religious outcomes of the students.
Correlational analyses of the Religious Outcomes Inventory 
revealed six distinct scales: Post-Vatican Theology, Pre-Vatican Theology, 
Religious Values, Religious Practice, Honesty and Social Responsibility.
An examination of the results on the scales for the total sample shows 
that students generally are more Post-Vatican than Pre-Vatican oriented 
in their theology, that there is a reasonably high level of internalization 
of Christian values such as the reality of Christ in their lives and their
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intention to base their lives o& the teaching of.Christ. On 
straight-forward moral issues like truth-telling, racial equality and 
social justice, there is very high level of acceptance of Christian values, 
but on the more difficult issues like abortion and honesty on tax returns, 
students' responses mirror the widespread uncertainty of the community 
generally. Five variables were isolated as the criteria for success in 
religious educations Integration between Christian Doctrine and Secular 
Subjects, Post-Vatican Theology, Religious Values, Religious Practice and 
Ideal Religious Education Goals. These five variables form a logically 
consistent and statistically reliable scale.
Neither School S.E.S., School Organization nor Parental S.E.S. 
appears to be having any important influence on students* religious 
outcomes. Parental Religion, however, has an obvious influence, and 
students from High Religious Homes perform significantly better on all 
five criterion religious variables; students from Low Religious Homes 
perform significantly less well than the total sample on all five 
criterion variables. In an attempt to assess.the independent contribution 
of the school to students’ religious outcomes, I examined the performance 
of students from the High and Low Religious Homes in selected schools 
of the study. There is some evidence to suggest that schools are making 
a contribution independent of the home, and that students take on 
something of the general religious culture of the school. Students from 
Low Religious Homes perform quite well, that is, above the mean for the 
total sample and hence above their reference group, in the "religious" 
schools of the study; students from High Religious Homes perform 
considerably less well than the total sample and hence less well than their 
reference group in certain "non-religious" schools.
Student examination achievement.
There are three main results to be reported from this chapter - 
one concerns the improved performance of Catholic girls’ schools generally 
in New South Wales and of these schools in particular on Commonwealth 
University Scholarships; one concerns the variables associated with 
examination achievement, and the final point deals with the effect of 
Parental and School S.E.S. on examination achievement.
Catholic girls’ schools generally have a poor reputation in the 
public examinations. There is evidence of a general improvement in the 
performance of Catholic schools generally in the Commonwealth Secondary 
School Scholarships examination in the period 1965-1972. Catholic boys’ 
schools generally perform considerably better than Catholic girls’ schools 
but in 1970, possibly for the first time in New South Wales, the number of
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Commonwealth scholarships per 100 students for girls and boys from 
Catholic schools was nearly equal and the girls in this particular sample 
performed well above the mean for Catholic schools generally and for All 
Schools.
What is of more interest than the actual scores in examinations 
is the pattern of relationships associated with performance in the Higher 
School Certificate. These variables are Student Aspirations for University, 
performance in the Fourth-Form Scholarships. Examination and in the A.C.E.R. 
Advanced Test N; another variable, however, closely associated with 
examination achievement is the Parental Aspirations scale. A step-wise 
regression of the variables associated with performance in the Higher 
School Certificate revealed the fact that Student Aspirations accounted for 
about 28$ of the variance, Fourth-Form Scholarships for a further 17$, the 
Advanced Test N for a further 10$ and Parental Aspirations for a further 8$.
The third point to be considered is the effect of Parental and 
School S.E.S. on student performance. The most obvious influence of 
Parental or School S.E.S. is not so much on actual examination performance 
but on University Aspirations. The daughters of Professionals are almost 
twice as likely to aspire to University as are the daughters of Unskilled 
and Semi-skilled workers. Furthermore there is a consistent pattern of 
decreased University aspiration as one moves down the occupational or 
educational categories of the parents. Yet on actual examination results 
in the Higher School Certificate, the daughters of blue-collar workers 
perform slightly better than the daughters of white-collar workers, though 
they have a slightly lower score on the Advanced Test N and lower 
expectations of University. There is no clear association between actual 
H.S.C. scores and father’s occupation - the daughter of the Skilled or the 
Unskilled TTorker is as likely to perform as v/ell as the daughter of the 
Professional. Despite the more favourable home backgrounds of the daughters 
of Professionals and Managers, the daughters generally perform less well 
than the daughters of Clerical and Skilled workers, and this applies both 
to the Advanced Test N and the Higher School Certificate. Daughters of 
Semi-Skilled and Unskilled fathers perform slightly less well than the 
daughters of Professionals and Managers, but the differences are marginal.
If Commonwealth Secondary and University Scholarships are taken 
as the criteria of examination success, then it is obvious that the 
daughters of University educated parents.gain considerably more than their 
share of scholarships. At the same time, the daughters of primary educated 
parents are maintaining their due proportion of scholarships. The reasons 
for these unusual findings are that by sixth-form, selection has undoubtedly
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taken place, and only the intellectually able daughters of blue-collar 
workers survive till sixth-form. By then motivation, good school 
experiences and general seriousness of purpose can compensate for some of 
their home background disadvantages.
The comparison of the performance of the two sets of Sydney schools 
suggests that High S.E.S. is negatively correlated with examination 
performance. The students from the Sydney Private schools come from 
considerably richer educational backgrounds than those from the Regional 
schools, yet perform considerably less well on the Higher School Certificate. 
An understanding of the selection procedures in the Sydney Regional Schools 
and the greater holding power of the Private schools helps to explain the 
results. Comparisons within the schools Beyond Sydney reveal a quite 
different pattern of association between S.E.S. and examination performance. 
Students from the A.C.T. Regional schools come from considerably richer 
educational home backgrounds than those from the N . S .17. Regional schools 
and perform considerably better on the Higher School Certificate.
Stage II of the Data Analysis.
The results in Stage II of the Data Analysis are of a more general 
nature than those already recorded. As these results have been discussed 
in some detail in the two previous Chapters my treatment here is rather 
brief. The empirical model graphing the relationships between the 
dimensions in the staff and student data reveal four well defined factors: 
Staff Environment, the Students’ School Environment, the Students’ Larger 
Cultural and Religious Environment and Examination Achievement. A 
detailed examination of the model on student data revealed that four main 
components define the Students’ School Environment: Student Morale, Actual 
Goals, Loyalty and Openness to School Religion; five main components 
define the Students’ Larger Cultural and Religious Environment: Integration, 
Non-School Religion, Ideal Goals, Religious Outcomes and Cultural 
Activities. The final factor, Examination Achievement, comprised four main 
elements: Involvement in School Activities, Cultural Activities, Parental 
Aspirations and Examination Achievement. Not only are there strong 
associations between adjacent points within each factor, there are also 
strong associations between adjoining factors. This point is well 
illustrated in the drawing of Model I.
The final chapter was given over to an examination of the High and 
Low Achievers on Religious Education, on the School Environment factor and 
Examination Achievement. The consistent two-way relationship betv/een 
Achievement in religious education and in general education/examinations. 
is at least compatible with the theoretical proposition put in Chapter 4 ,
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that religious education cannot succeed, unless general education also 
succeeds (general education here being measured by the Cultural Activities 
scale and the Ideal Liberal Education scale). The consistent two-way 
relationship betv/een religious education and school climate (the school 
environment factor) is at least compatible with the proposition that unless 
the students’ experience of the procedures of their school is reinforcing 
the content of the Christian message, then that Christian message tends 
not to be accepted. In answer to my original question how integral is 
religious education to the students’ experience of the school, the answer 
seems to be that, for the students in these schools at least, the one is 
reinforcing the other.
Implications for Further Research and Practice.
The most obvious implications for further research are to extend 
this rather broad study to the same schools and/or a different sample of 
Catholic sixth-form girls’ schools in two or three years’ time,to extend 
it to Catholic sixth-form boys' schools, and then to carry out a study of 
some fourth-form groups, say in 1 9 7 3, and of the same groups in sixth-form 
in 19 7 5» to see if pattern of relationships discovered here is general or 
confined just to these schools.
The data collected for this study are only survey data and much of 
the richness and complexity of individual differences is lost in this kind 
of research. To balance this wider and perhaps more superficial approach, 
there is need for case studies, both of individual schools and individual 
pupils. I have been consistently impressed by the uniqueness of each 
school and the need to explore the study of each school far beyond the 
limits possible in research of this kind.
Finally there seems to be scope to extend the study beypnd Catholic 
schools. These latter have many features common to all schools, and I 
would expect that the School Environment factor is characteristic of 
most schools. It would be possible I think to devise a questionnaire on 
moral rather than religious outcomes, which would be appropriate for students 
in other schools. Given the very great transformation taking place in the 
organization of education at the senior secondary level, this sort of study 
could provide valuable information.
This study was not devised to answer any particular questions, but 
among the implications for practice three are fairly obvious. There is a. 
great need for principals, staff and senior pupils to discuss their goals, 
the jlicies of their schools in the pursuit of these goals and to set up 
some systematic evaluation programme. Perfect goal consensus is an unreal
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expectation, but consultation and evaluation programmes v/ould certainly 
help. In the second.place there is a need for greater co-operation between 
parents and teachers, especially in religious education. Religious 
education is obviously not the responsibility of the school only, but 
u n l e ^  more co-operation takes place about the content and procedures of 
religious education it is likely that the school will continue to attempt 
an impossible task. Finally there is a need for Catholic education 
authorities and for Provincial Superiors to evaluate the religious 
education programmes - in the broad sense of religious education. This 
is to ensure that the reasons for keeping open a particular Catholic school 
are not simply because it happens to be occupying a place already. There 
is need also for these authorities to ensure that the necessary philosphical 
and theological training is made available to those entrusted with any form 
of senior secondary education.
There are many questions that need to be answered about Catholic 
schools. I would like to conclude by repeating that it has not been my * 
intention to answer particular questions. IThat I have tried to do is to 
provide a conceptual framework and some preliminary data necessary for 
the understanding of Catholic schools. Both the conceptual framework and 
data need to be revised and reviewed by more detailed studies in the future.
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Appendix 1
DETAILS OF SCHOOL M R O I M M T S  T/ITH SPECIAL REFERENCE 
TO CATHOLIC SCHOOLS.
In the Introduction I pointed out that in spite of expansion of 
absolute numbers the percentage of school pupils enrolled in Catholic 
schools is progressively declining, at a time when the number of Catholics 
in the school-going group is increasing more rapidly than that of any other 
religious group. In Table A1.1 below I have recorded the increases in 
enrolment between 1950 and 1971 f°r all types of Australian schools. The
1950 figures are derived from Radford (1953); the division into primary 
and secondary is based on a close estimate. The 1971 figures are derived 
from the bulletin? Schools (Commonwealth Bureau of Census and Statistics, 
Canberra). It should be noted that in the period reviewed several states 
increased the number of years for secondary schooling.
Table A1.1 below shows that in the period 1950-1971 Australian 
schools generally more than doubled the number of pupils enrolled, and that 
the enrolments at the secondary level more than trebled. The increase in 
Catholic schools generally is fairly close to the national average (109$ in 
comparison with 117$)> though increases at the secondary level are 
considerably lower proportionately (249$  in comparison with 290$).
In Table A1.2 and A1.3 I take the comparisons a step further by 
analysing the increases in enrolments for the years 1950— 19^5 and for 
1965-1971» In subsequent pages there are tables showing the increase of 
Catholic children in the Australian population generally, and the gradual 
decrease in Catholic school enrolments as a proportion of enrolments in all 
school. Special attention has been given to enrolments in New South Wales 
and the Australian Capital Territory, because the nine schools of the study 
are located in these areas.
A2
Table AI.I
Increase in Enrolments in Australian Schools 1950 - 1971
Enrolment Enrolment Increase
1950 1971 No.
GOVERNMENT SCHOOLS 
Primary 
Secondary 
Total
813,834 1,447,948 634,114 77.9 
169,887 748,364 578,477 340.5
983,721 2,196,312 1,212,591 123.3
CATHOLIC SCHOOLS 
Primary 
Secondary 
Total
189,250
47,312
236,562
32.9,682
165,043
494,725
140,432 74.2 
117,731 248.8 
258,163 109.1
OTHER INDEPENDENT SCHOOLS
Primary 34,889 39,692
Secondary 36,643 76,657
Total 71,532 116,349
4,803 13.8 
40,014 109.2 
44,817 62.7
ALL SCHOOLS 
Primary 
Secondary 
Total
1,037,973
253,842
1,291,815
1,817,322
990,064
779,349 75.1 
736,222 290.0
2,807,386 1,515,571 117.3
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Tables AI.2 and AI.3 below show the enrolment increases in All 
Schools and Catholic Schools in the periods 1950-1965 and 1965-
1971 respectively. These tables show that in the period 1950-
1965 Catholic Schools enrolments increased slightly more 
rapidly than All Schools enrolments, but that in the period 1965- 
19/71 there has been a perceptible decrease in the rate of growth. 
During the period 1965-1971 All Schools increased by 15.2% while 
Catholic Schools increased by 3.8%.
Table AI.2
Enrolments for All Schools and Catholic Schools : 1950-1965
Enrolment Enrolment Increases
1950 1965 No. %
All Schools
Total 1,253,040 2,437,677 1,184,637 94.5
Catholic Schools
Total 236,562 476,398 239,836 101.3
Table AI.3
Enrolments for All Schools and Catholic Schools: 1965-1971
Enrolment Enrolment Increases
1965 1971 Mo. %
All Schools
Total 2,437,677 2,807,386 369,709 15.2
Catholic Schools
Total 476,398 494,681 18,283 3.8
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Tables AI-A3 above indicate quite clearly that in terms of 
absolute numbers, the enrolnents in Catholic schools are still 
increasing. However, there is evidence that Catholic schools 
are educating proportionately fewer of the total school 
population at a time when the number of Catholics in the school 
going group group is increasing rapidly. It follows therefore 
that progressively more Catholic children are being educated 
beyond Catholic schools.
In Table AI.4 below are recorded the census figures for 1961 
and 1966.
Table AI.4
Catholics as a Proportion of Total Population, 5-15 Years and 
0-5 Years at 1961 and 1966 Census. *
Total
%
5-15 Years
%
0-5 Years.
%
1961 Census 24.94 26.65 27.1
1966 Census 26.29 29.02 32.2
* These figures have been derived from the Bureau of Census 
and Statistics, Canberra
Despite the increase in the number of Catholics in the school 
going population, and despite the increases in the numbers in 
Catholic schools, the number of children being educated beyong 
Catholic schools continues to increase. The only state to publish 
accurate figures on this is New South Hales. In Table AI.5 below 
are recorded the proportion of Catholics enrolled beyong Catholic 
schools for the years 1965, 1969, 1970.
Table AI.5
Proportion of Catholics Enrolled Beyond Catholic Schools in N.S.W. 
and A.C.T. : 1965, 1969, 1970. **
Estimated Number of Enrolment Beyond 
Catholics at School Catholic Schools
No. %
1965 270,394 91,000 33.65
1969 317,368 137,742 43.40
1970 323,141 146,701 45.40
** Figures derived from the New South Wales Education Department.
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Tables AI.4and AI.5 above indicate the increasing number of 
Catholics in the population and the increasing number of Catholics 
being educated beyond Catholic schools. In some states, 
particularly South Australia and Western Australia, the number 
of Catholic pupils beyond Catholic schools is considerably higher 
than in N.S.W. and the A.C.T. The forthcoming National Commission 
on Catholic Education Reports The Education of Catholic Australians 
(September, 1972) contains a very detailed analysis of the trends 
in enrolments in Catholic schools.
The final point to be made is that Catholic schools are gradually 
educating fewer of the total school population. In Table AI.6 below 
are recorded the Catholic school enrolments as a proportion of 
enrolments in All Schools for N.S.W., the A.C.T. and Australia 
generally.
Table AI.6
Catholic School Enrolments as a Proportion of Enrolments in All 
Schools for New South Wales, The Australian Capital Territory and
Australia : Selected Years
Primary
%
Secondary
%
Total
%
N.S.W.
1950 20.5 19.8 20.3
1965 21.8 21.8 21.8
1971 19.3 18.7 19.1
A.C.T.
1950 N.A. N.A. N.A.
1965 25.8 24.2 25.3
1971 22.8 21.8 22.5
Australia
1950 18.2 18.6 18.3
1965 20.4 17.6 19.5
1971 18.1 16.8 17.6
An examination of Table AI.6 above reveals the fact that
at some time between 1950 and 1970, about 1964-1965, Catholic
school enrolments as a proportion of enrolments in all schools
reached their highest peak. Since then the proportions have 
gradually decreased. New South Wales is the most heavily 
populated state, and the gradual decrease in that state is obvious. 
In 1950, 1T.S.W. educated 20.3% of the total school population, 
but by 1971 the percentage had dropped to 19.1%. Recent figures 
released for 1972 indicates there is a slight decrease in 
the period 1971-1972, so the trend is quite perceptible. For 
Australia generally the trend is equally obvious.
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DETAILS OF SPECIAL CODES AND OSIRIS II DICTIONARY OF VARIABLES
Appendix 2 contains two main parts: ( i )  the coding details for 
the special items on the Student Goals Questionnaire and (ii) a copy 
of the Osiris II Dictionary of Variables.
The Coding Details of Special Items 
After this completion by students, questionnaires were coded 
and responses transferred to punch cards by the Data Processing 
Unit at the Australian National University. Except for some cases, 
which needed special coding, the student's original response sufficed 
as a code for the item. Some items,however, are not amenable to 
such pre-coding; in this study the items which needed special codes, 
following ascrutiny °f responses were: Father's Occupation, 
Parents' Education, Schooling and Religion, Cost of Schooling, 
Journals Taken by the Family, Integration between Christian Beliefs 
and Secular Subjects, and Student Aspirations for Further Study.
The Coding details for these special items are included below in 
Appendix 2.i. Beside each item name are recorded the item number in 
the original questionnaire and the variable number given it in the 
Osiris II Dictionary.
The Osiris II Dictionary of Variables 
After Sta^e I of the Data Analysis, the data were transferred to 
the Osiris II Computer Program. Several times in the course of 
this study I have referred to the Osiris Dictionary of Variables, so
I have recorded the complete set in this second part of Appendix 2. 
The Dictionary is divided into nine main sections:
Appendix 2
Variables 1-20 : Characteristics of the School.
Variables 21-38 Staff Scales.
Variables 39-58 : Characteristics of the Home.
Variables 59-70 : Student Ideal and Actual Goals.
Variables 71-82 Student Perceptions of and Attitudes to School.
Variables 83-87 : Influences on Religious Development.
Variables 88-94 : Religious Outcomes.
Variables 95-97 : Examination Achievement.
Variables 99-104 : Goal Satisfaction Scales.
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CODING DETAILS POR SPECIAL ITE^S IN STUDENT 1QALS Q U E S T I O N S I R E ,
Appendix 2 (i)
Item numbers refer to the numbers on the original ^oals Questionnaire 
variable numbers rofor to the numbers in the Osiris II Dictionary of 
Variables.
Father's Occupation
Code 1 
Code 2 
Code 3 
Code 4 
Code 5 
Code 6
Items 1 and 2. Variable 39.
Professional, Sub-Professional, Graziers. 
Managerial, Farmers and Shopkeepers. 
Clerical and ^'on-Commissioned Servicemen. 
Skilled Craftsmen and Foremen. 
Semi-skilled and Proccss Workers. 
Unskilled Workers.
These codes and occupational titles derive from a two-digit 
occupational code developed from the Australian census class if. 
ication. See Leonard Broom, F. Lancaster Jones, and Jerzy 
Zubrzycki, ”An Occupational Classification of the Australian 
Workforce”, Australian and New Zealand Journal of Sociology,
1 (Oct. 1965), Supplement.
Status of Occupation: 
Code 1 :
Code 2 :
Parents8 Education:
Code 1 j 
Code 2 :
Code 3 
Code 4 
Code 5
Items 1 and 2, Variable 40
Vfhite collar 
M u e  collar
Professional, Managerial and 
Clerical Workers.
Skilled, Semi-skilled and 
Unskilled Workers.
Iten 5. Variables 43 and 44.
Completed Degree or Dioloma
Comoleted Part Decree/?ioloma, Other Courses of 
Post Secondary training.
Completed Secondary School.
Some Secondary Schooling.
Primary Schooling or No Schooling.
Parents8 High Schooling:: Item 6. Variables 45 and 46.
Code 1 : Catholic High School.
Code 2 : Non-Catholic High School*
Parents8 Religion: Item 7. Variables 4 7 and 48.
Code 1 : Practising Catholic.
Code 2 j Non-practising Catholic. 
Code 3 : Non-Catholic.
Cost of Schooling: Item 10* Variable 51.
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Code 1 
Code 2 
Code 3
N0 great burden/Don°t know. 
Caused some family hardship, 
Been extremely heavy.
Journal Taken by Family; Item 12. Variable 53.
Code 1 : At least one high quality journal and one 
middle quality journal.
Code 2 : Two middle quality journals.
Code 3 : One middle quality, one low quality journal.
Code i>, : Two low quality journals.
Code 5 : One low quality journal, no journal.
After an examination of students8 responses, journals were classified 
for the purpose of coding;
High Quality Journal:
Kiddle Quality Journal
lorld Affairs 
Religious
Light Reading
Times Literary Supplement, freanj in, 
Quadrant» Commonweal, T ime Hagazine, 
Annals, The Word, The Catholic Worker.
National Geographical I^aqazlno 
Catholic V?eekly, The Advocate. 
Reader's Digest.
Low Quality Journal : Ijpnen1 s Ifcekly, woman's D a y .
Integration? Item 44. Variable 88.
Secular subjects have:
Code 1 : Strengthened Christian Beliefs.
Code 2 : Supported Christian Beliefs.
Code 3 : Mo connection with Christian beliefs. (This code
also includes response: I have never thought about 
the matter.)
Code 4 : Weakened Christian Beliefs.
Code 5 : Contradicted Christian beliefs.
CODING DETAILS FOR IT El* ON STUDENT INFORMATION SHEET
Student Aspirations: 
Code 1 :
Code 2 :
Variable 96
University, College of Advanced Education to 
do the 3 year course or more.
Teachers8 College, Technical Colleqe (Two year 
Course), Allied Courses.
Code 3 : Business Colleqe, nursing, Bank. 
Code 4 s ?Io further study.
PICTIOftluRY OF VARIA-3LSS FOR OSIRIS II P R O G R A ^ E
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V ar i ab J. o
Number Description of Variable
Characteristics of School
1 School Identity
2 Socio-Economic status : High/Low
3 School Organization : Sinqle-Order/Hulti-Grder
4 Number in School 1970
5 Number in Sixth Form 1970
6 Cohort be^un First Year 1965
7 Proportion Original Cohort by 1970
8 Number First Form 1970
9 Pupi1-Teacher Ratio 1970
10 Rel iprious-Lay Ratio 1970
11 Religious-Puoil Ratio 1970
12 Proportion of Graduates on Staff
13 Proportion Teachers T.C. Trained on Staff
14 Proportion Non-Catholics on Staff
15 Proportion of Staff more than 5 years at School
16 Proportion of Staff less than 1 year at School
17 PrcDOrtion 1969 Class Commonwealth Scholarships
18 Proportion 1969 Class other Tertiary Scholarships
19 Proportion 1969 CJ.ass now University 1970
20 Proportion part-time Teachers on Staff.
Staff Scales
21 Staff Ideal Goals : Liberal Education
22 Staff Ideal Goals : Social Education
23 Staff Ideal Goals : Religious Education
24 Staff Ideal Goals : Exam Achievement
2 5 Staff Ideal Goals : Success
26 Staff Ideal Goals : Reverence
27 Principal as Staff Leader
28 Principal as School Community Leader
29 Staff Morale
30 Public Relations
31 Goal Consensus
32 Supports
33 Friendships
wurn
3 4
35
36
37
38
3Q
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60
61
62
63
£4
65
66
67
68
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Description of Variable
Staff Scales (continued) 
Profess ionalism
Christian Doctrine Teaching 
Staff Common Principal ) 
Staff Common I orale }
These three scales 
contain the same 
items as students' 
scales: variables 71-73
Staff Common Supports )
Characteristics of Home
Father’s Occupation (6 cateqories)
Status : vlhite-31ue Collar 
Kind of v-ork F/T, P/T 
Mother's Work F/T, P/T 
Father's Formal Education 
Mother’s Formal Education 
Father’s School 
> other's School 
Father's Religion 
Mother's Religion 
dumber of Siblings 
Type of Scholarship 
Cost of Schooling 
Attitude to School Fees 
Journals taken by Family
Parental Influence on Religious Development 
Religiosity of Home 
Cultural Activities 1 
Adolescent Activities 2 
Leisure Activities 3
Student Ideal and Actual ‘^oals
Ideal Liberal Education 
Actual Liberal Education 
Ideal Social Education 
Actual Social Education 
Ideal Religious Education 
Actual Religious Education 
Ideal Examination Achievement 
Actual Examination Achievement 
Ideal Success for Individual 
Actual >uccess for Individual
V ari ab 1 e Number Description of Variable
All
Student Ideal and Actual Goals (continued)
*9 Ideal Reverence for Person
70 Actual Reverence for Person
Student Perceptions of, and Attitudes to School
71 Principal (Common)
72 Morale (Common)
73 Supports (Common)
74 School Discipline
7 5 Enjoyment of School
76 Attitude to Christian Doctrine
77 Parental Aspirations for Student
78 Parental Support for Student
79 School Attitude to Examinations
80 School Attitude to External Exams
81 Loyalty to School
82 Involvement in School Activities 
Influence on Religious Development
83 Teacher Influence on Religious Development
84 Christian Doctrine Influence
85 ^rionds9 lafluer.ee on Religious Development
86 Local Church Influence
87 Priest’s Influence on Religious Development
Religious Outcomes
88 Relation between Christian Beliefs and Secular Subjects
89 Post Vatican Theolo 1^/ Scale
90 Pre Vatican Theology Scale
91 Religious Values
92 Honesty Scale
93 Social Responsibility Scale
94 Religious Practice Scale
Exa™inat ion Achievement
95 Advanced Test ft (A.C.E.R.)
96 Student Aspirations
Q7 H.S.C. Results (3est Five Subjects)
98 Individual Pupil
^oal Satisfaction Scales ' ■*
99 Liberal Education Satisfaction
100 Social Education Satisfaction
101 Religious Education Satisfaction
102 Exam achievement Satisfaction
103 Individual Success Satisfaction
104 Personal Reverence Satisfaction
Appendix 3 »
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THE SCHOOL GOALS QUESTIONNAIRE.
This appendix is meant to be a supplement to Chapter 7 '• Staff 
and Student Perceptions of School Goals. It is divided into two parts, 
one dealing with the comparisons between the total adult and student 
groups answering the School Goals Questionnaire and the other with the 
scores of students from the nine schools of the study on the Ideal and 
Actual Goal scales for 19^9 and 1970» Both points need elaboration.
In Chapter 7 I pointed out that the S c h o o l  Goals Questionnaire 
was given to two main groupss one of adults, one of students. The 
adult group comprised 535 Religious Sisters teaching in Catholic 
secondary schools as well as 30 Directors and Inspectors of Catholic 
Education; the student group comprised 772 sixth-form students from
12 schools in New South Wales and the Australian Capital Territory.
Chapter 7 reported the statistical details, the actual items in the 
four main scales formed from the School Goals Questionnaire, and the 
scores fpr the various adult groups. In reporting the results of the 
students, however, I only included the scores of the 560 students in the 
nine schools of the study. In Table A3*1 below are recorded the mean 
scores and the rank orders assigned each goal by the total sample of 
students and of adults. This table seems to me to be of special 
interest and to reveal perhaps more clearly than Tables 7*8 and 7*9 
the differences is emphasis between the two groups.
The second section of the Appendix includes the scores for each 
of the nine schools in the study on the four scales. The School Goals 
Questionnaire was given to the students on two separate occasions, 
first in December 1969 and then in June 1970. In Table A3*2 are 
recorded the mean scores f-.*r the students in each of the nine schools 
and the total sample for the four main scales: Liberal, Social and 
Religious Education and Examination Achievement. This table is 
included simply as the basis for Table 7 »22, p.183 of the main study 
where the Goal Satisfaction scores were reported - Goal Satisfaction 
being the difference between Ideal and Actual Goals. As Goal 
Satifaction and the scores on Ideal and.Actual Goals have received a 
good deal of attention in the main text, this account in Table A3»2 
is included without further comment.
In Table A3.1 on the following page are recorded the actual 
items, the mean scores and rank orders for each of the 24 items on 
the School Goals Questionnaire for the total sample of students and adults®
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Comparison of Student and Adult Ideal Goals for 
the Catholic School: Means* and Rank Orders.
Table A3.1
Item
No.
Description of Item Students 
N = 772
Adults 
N = 565
Mean Rank Mean Rank
Catholic Schools ought to
1. prepare their students for University 
study (by developing good study habits 
etc.) 2.00 10 2.38 19
2. reverence each pupil individually 
irrespective of ability or appearance 1.63 2 1.08 1
3. develop personal qualities of initiative 
and independence in the pupils 1.50 1 1.41 6
4. prepare their students to pass the Higher 
School Certificate as well as possible 1.84 5 2.48 23
5. provide an atmosphere of Christian 
community where people are genuinely 
concerned for one another 1.77 4 1.10 2
6. encourage a love of literature, music 
and art 2.62 20 2.15 15
7. make students aware of pressing social 
problems (e.g. poverty, drug addiction) 1.89 7 1.88 12
8. give adequate sex education 2.29 16 2.22 16
9. create friendly relations with other 
church schools and groups ('other' here 
means other than Catholic, e.g. 
Protestant, Independent Schools) 2.17 14 2.48 22
10. provide students with opportunities to 
discuss controversial topics (e.g. sex, 
politics) 2.01 11 2.36 18
11. *-*
12. provide counselling help for students in 
their personal problems 1.99 9 1.73 11
13.
1
put great emphasis on internal self- 
discipline rather than on external 
conformity to rules 1.97 
1. .....
8 1.38 5
* The mean score for each item is to be understood within the general 
scaling scheme adapted in this study. Students and adults in the 
sample (Directors, Inspectors and Sisters teaching in secondary schools) 
are asked to respond to each item on a five-point scale from Most 
Important to No Importance. The smaller the mean therefore, the more 
importance assigned to the goal.
** Item 11 has been omitted because of its ambiguity.
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Table A3«1 (Continued)
Item 
N o .
Description of Item Students 
N = 772
Adults 
N = 565
Mean Rank Mean Rank
14. teach Christian Doctrine at a level 
comparable to that in secular subjects 3.06 23 1.37 4
15. make pupils aware of the great Religions 
other than Christianity, e.g. Islam, 
Buddhism 2.52 19 2.75 24
16. encourage a love of learning for its 
own sake 2.10 13 2.44 21
17. develop in pupils habits of independent 
and critical thought 1.84 6 1.64 10
18. provide opportunities to participate 
intelligently in the liturgy 2.74 2 1.52 7
19. take part in local civic affairs 3.00 22 2.42 20
20. integrate Christian Doctrine with other 
subjects (where possible) 3.33 24 1.61 9
21. give pupils an opportunity for some 
creative work 2.30 17 2.09 14
22. make sure that pupils have experience in 
the main areas of human knowledge (Arts, 
Sciences, Humanities) 2.02 12 1.97 13
23. give every pupil a chance of success in 
some area of school life (academic, 
social, sporting, service) 1.75 3 1.52 8
24. give an example of the dedicated Christian 
life through its religious teachers 2.45 18 1.21 3
25. have a good sports programme so that some 
sport is available to each pupil 2.18 15 2.31 17
An examination of Table A3»1 above reveals the fact that students
and adults agree on certain fundamental goals: reverencing each person 
individually, providing an atmosphere of Christian community, developing 
personal initiative. These items all receive ranks between 1 and 6.
Two other points are especially noteworthy, the rather modest 
expectations of students generally with regard to religious education, 
evidenced by the very low ranks of Items 14 and 18, and the comparatively 
little importance assigned to examination achievement by the adults, 
evidenced by the very low ranks on Items 1, 4* These findings only 
substantiate the results presented in Chapter 7 and I do not intend to 
pursue them further. I want now to turn to the Ideal and Actual Goal 
scores for all the schools recorded below in Table A 3 »2 i but as I have 
already indicated the results are simply presented and not commented on*
Table A3.2
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Students’ Perceptions of Ideal and Actual School 
Goals for 19^9? 1970 : Nine Schools and Total.
School
No.
School
Goals
j Liberal 
j Education 
j (8 items)
Social 
Education 
(6 items)
Religious 
Education 
(5 items)
Examination 
Achievement 
(2 items)
1969
I
1970 1969 1970 1969 1970 1969 1970
1 Ideal j 16.9 19.6 13.2 15.0 14.8 15.6 4.0‘v 3.6
N=57 Ac tual 24.6 27.9 17.9 20.5 13.0 13.9 4.5 4.7
2 Ideal f 15-4 15.0 13.0 13.3 12.9 13.6 4.2 3.9
N=73 Actual 2 4 .8 24.2 19.2 19.3 13.7 13.9 4.5 4.4
3 Ideal 16.5 16.9 12.7 13.1 12.2 13.4 4.2 3.8
N=82 Actual 22.3 24.4 15.9 17.6 11.8 13.5 4.1 4.4
4 Ideal 15.9 16.8 13.5 12.9 12.9 12.6 4.2 3.7
N=95 Actual 25.8 26.0 23-9 21.3 14.4 13.1 4.9 4.7
5 Ideal 15.7 15.8 12.1 12.4 12.0 11.0 3.9 3.5
N=55
!
Actual 21.5 25.1 16.9 19.6 11.4 11.1 4.3 4.2
6 Ideal 15.9 16.7 13.9 13.4 12.6 13.2 4.2 4-3
N=49 Ac tual 25.0 27.9 20.1 21.9 13.3 15.1 4.3 4.7
7 Ideal 14.1 14.1 11.3 12.0 12.3 11.7 4.8 4.0
N=44 Actual
:
______
24.5 27.2 20.4 21.1 13.6 14.2 4.2 4-3
8 Ideal 17.0 16.7 13.2 12.5 12.2 12.4 4.5 4.5
N=35
. .  - ..............
Actual 24.5 24.3 18.5 18.1 13.2 13.1 4.1 4.0
9
Ideal 18.0 16.9 14.2 13.5 14.6 13.8 4.0 3.7
N=71
. . . .  _
Actual
j
22.4 23.3 17.7 17.6 14.3 13.0 4.0 3.7
1
! Total Ideal 16.0 16.6 13.0 13.2 13.0 13.2 4.2 3.8
|N=560** Actual 23.9 25./, 19.0 19.6 13.3 13.4 4.3 4.4
* These scales are reverse scored. This means that the nearer the score is 
to 1, the greater the importance assigned to the goal. A score of 1G.0 
for instance which is the Total Sample's score on 1969 Ideal Liberal 
Education is considerably higher than 23.9? the score on the Actual Liberal 
Education Scale for 1969*
The number of students given for each school and for the total (560) is the
1970 number. Only 442 students answered the 1969 questionnaire which was 
given in the final weeks of term when many Fifth Form students had taken 
holiday positions.
Appendix 4 
THE SCHOOL CLIMATE QUESTIONNAIRE.
This appendix is meant to be a supplement to Chapter 8 :
Staff and Student Perceptions of the School. It is divided into two 
main parts, one dealing with the items common to the staff and 
students on the School Climate Questionnaire, the other with the 
scales formed from the Staff Climate Questionnaire.
As already indicated in Chapter 8, there are 37 items common 
to both staff and students. In Table A4«1 below are recorded the 
mean scores for the students and staff of the nine schools on each 
of these items. In Table A4«2 are included the results of the factor 
analysis of the two main scales formed from these common items.
These scales have already been referred to in the text and are 
included here only because the actual content of individual items 
was not given before. The,three main student scales formed from 
these 37 items: Principal, Morale, Supports form the important 
Student Morale cluster at point E on Model I and link the Staff 
Environment with the Students’ School Environment factor; only the 
scales on Morale and the Principal have been recorded because the 
Supports scale is not statistically reliable and has been of little 
importance in the study.
The second main section of this appendix contains the first 
principal component weights for each of the items on the nine scales 
formed from the Staff Climate Questionnaire. The results of the 
factor analyses of the scales formed from this Staff Climate 
Questionnaire have already been recorded in Table 8 . 1 ,  p.189. Table 
A4.3 below is meant to be a supplement to this previous table giving 
the actual items of each scale and the first principal component 
weights. It is included without further comment.
Table A4.1 on the following page records the mean scores for 
the total student and staff sample in the nine schools of the study.
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Table A4«1
Comparisons of Mean Scores on Items Common to 
Staff and Students on the School Climate Questionnaire.
Item
no.
Description of Item Students 
N = 572 
Mean
, j 
Staff 
IT = 223 
Mean
1. This school has a high academic standing in 
the local community. 1.7 1.5
2. Discipline presents no real problem in this 
school. 2.6 2.3
3. The relations between parents and staff are 
very friendly. 2.5 2.0
4. The principal is a good leader in the school 
community. 2.2 1.6
5. In moral training for 6th formers, the school 
tends to put too much emphasis on external 
conformity to rules and regulations and not 
enough on developing free choices and personal 
decision-making. 2.9 3.6
6 . Parents have a genuine share in policy making 
in this school in all the areas proper to them. 2.9 2.5
7. The principal inspires confidence by her (his) 
energy and efficiency. 2.6 1.6
8. 6th Form pupils here do not always treat the 
staff v/ith respect. 3.2 3.3
9. Teachers at this school have a really 
professional attitude towards teaching as a 
career. 2.7 1.7
10. The religious teachers in this school give the 
impression that they are over-worked. 3.6 3.4
11. The teachers in this school are both well 
qualified for their subjects and have the 
necessary teaching skills. 2.2 1.7
12. Hie principal is ready to listen to constructive
criticism of the school, and to v/eigh that 
criticism carefully. 2.5 1.6
13. Teachers in this school show much good spirit 
(are concerned about the pupil's welfare, try 
to build up harmonious relationships in staff, 
interested in school functions).
1
2.3
_
1.6
* The mean score for each item is to be understood within the general 
scaling scheme adopted in the study. Students and staff are asked 
to respond to each item on a five-point scale from Certainly True, 
Definitely Agree to Certainly Untrue or Definitely Disagree. On 
positive items therefore, the smaller the mean, the more favourable 
the response. On Item 4, for instance, the Staff score of 1.6 
indicates that they are more in agreement v/ith the statement: Hie 
principal is a good leader in the school community, than are the 
students who score 2.2.
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Table A4.'{ continuted)
Item
No.
Description of Item Students 
N = 572 
Mean
Staff 
N = 223 
Mean
14. The principal is always trying to find 
new ways of involving parents in the school. 2.7 2.2
15. For the most part the parents of the senior 
pupils accept the school's religious goals. 2.2 2.2
16. The principal gives the impression of fatigue 
and overwork. 3.2 3.9
17. Religious teachers in a Catholic school ought 
to be prepared to work harder (longer hours, 
more classes) than teachers in a State school. 4.0 3.9
18. Whether we like it or not, this school is 
definitely geared to external examination 
success. 2.1 2.8
19. The teachers really do not know their Sixth 
Form pupils as individuals. 2.9 3.5
20. The principal gives the impression that she 
really understands people's problems (e.g. of 
parents, staff, pupils). 2.7 1.8
21. The religious goals of the school are well 
understood and sympathetically received by 
lay staff in this school. 2.3 1.8
22. The principal is inclined to be conservative 
(not to welcome new ideas, new methods). 3.3 4.1
23. Teachers pay lip service to the values of art, 
music and cultural education generally, but do 
no' communicate these values to their pupils in 
any real way. 2.9 3.9
24. Religious (i.e. nuns, brothers, priests) 
teachers give the impression that they are not 
really interested in secular education for its 
own sake for their pupils. 3.9 4.3
25. In this school there is a well-defined policy 
re school goals and the means of implementing 
these goals. 2.7 2.1
26. Sixth formers here are probably less 
appreciative of their Christian Doctrine 
than of their other classes (36 in Staff Q). 2.2 2.7
27. The principal organizes the school 
efficiently (38 in Staff Q). 1.8 1.4
28. There is a minority group in this school which 
tends to be apart, and to oppose the majority 
(46 in Staff Q). 2.7 3.8
29. For the most part the senior pupils in this 
school understand and accept the religious 
goals of the school (43 in Staff Q). 2.4 2.1
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Table A 4»-'j ( Continued)
•
| Item 
No.
Description of Item Students 
N = 572 
Mean
Staff 
N = 223 
Mean
30. Teachers at this school give the impression 
that: they want to keep to themselves and not 
be part of the school community (51 in 
Staff Q). 3.7 4.2
31. The Sisters (Brothers) have to spend too much 
time policing the playground and class rooms 
(i.e. to ensure cleanliness and collection of 
garbage) and this interferes v/ith their 
apostolic and counselling roles (53 in Staff Q) . 3.7 3.3
32. Teachers carry out their work with energy and 
pleasure (54 in Staff Q). 2.5 1.7
33. Sixth-Form pupils in this school do not get 
enough real freedom (55 in Staff Q). 2.7 3.4
34. Adequate counselling help is available to the 
girls (boys) in this school (58 in Staff Q). 3.3 2.9
35. Supplementary books are available for classroom 
use, either through the library, book-room or 
by special arrangement (59 in Staff Q). 1.5 1.5
36. There is consistent policy re discipline in 
this school (60 in Staff Q). 2.1 1.9
37.
,
I think this Catholic school is making a very 
worthwhile contribution to Australian life 
today (71 in Staff Q). 2.0 1.5
An examination of Table A4*1 above reveals the fairly consistent 
finding recorded in Chapter 8 that staff regard the school more favourably 
than da the students, especially on items that involve the staff and the 
principal in particular. However it is also obvious that students are not 
wholly unfavourable to their schools.
In Table A4«2 below are recorded the factor analyses of the 
two main scales common to staff and studentss Principal and Ilorale.
For the sake of convenience both scales have been included in the one 
table. An examination of the principal component weights and reliability 
coefficient reveals that the scales are remarkably coherent and similar 
for the two groups. On no item is there a factor loading less than 0.41 
and the reliability coefficient (Cronbach alpha) for the scale on the 
Principal is at least 0.87, and for the Morale scale at least O.7 8.
As these scales have already been discussed in Chapter 8 I do not 
intend to prolong the discussion here.
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Table A4.2
Results of Factor Analyses on Items Common to Staff and 
Student Questionnaire.
Students Staff
Common Scale I : Principal
N=560 N=223
First Principal
Component Weights
Principal is a good leader .82 .86
Principal inspires confidence by energy and efficiency .80 .82
Principal ready to listen to constructive criticism .83 .85
Principal tries to..involve parents .65 .55
Principal really understands people's problems .83 .82
Principal is inclined to be conservative (reversed) .72 .67
Well organized policy re school goals .41 .58
Principal organizes school efficiently .65 .66
Number of Items 8 8
First Latent Roct 4.23 4-35
Reliability Coefficient .87 .88
Mount Variance Accounted for 52.9 lo 54-4$
Common Scale II : Morale
Students Staff 
N=560 N=223
First Principal 
Component Weights
Relations between parents and staff are friendly .59 .58
In moral training for 6th Form too much emphasis on
conformity to external rules (reversed) .54 .50
Teachers are well qualified • 51 .59
Teachers show much school spirit .72 .65
Religious goals sympathetically received by lay Staff .44 .56
Senior pupils accept the religious goals .44 .64
Teachers give the impression they want to keep to
themselves (reversed) .63 .61
Teachers carry out work with pleasure .71 .57
Sixth-Formers don’t get enough freedom (reversed) .53 .57
This school is making a worthwhile contribution to
Australian life today .63
C
O
LOv•
Number of Items 10 
First Latent Root 3*37 
Reliability Coefficient .782 
Mount of Variance Accounted for 33*7 i°
10
3.44
.788
34.4$
The second main part of this,Appendix concerns the scales formed
from the Staff Climate Questionnaire,- the details of which are included 
in Table A4.3 in the following pages.-
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Table M «3
Results of Principal Components Analyses 
on Staff Climate Scales
Item
No.
PRINCIPAL AS STAFF LEADER Fi:rst
incipal
nponent
ight
Description of Items Co]
We:
4 Principal is a good leader in school community .78
12 Principal is prepared to listen to constructive
criticism .86
-22 Principal is inclined to be^conservative (not to
welcome new ideas, new methods). .67
29 Principal prepares staff meetings well .68
40 Teachers are encouraged to speak up at staff meetings .74
41 Principal is ready to listen to suggestions from any
staff member .83
42 Lay Teachers at this school have a real opportunity
to share in decision and policy making .67
50 Principal is in touch with all departments of school .71
57 Principal is prepared to share her authority with others .75
PRINCIPAL AS COMMUNITY LEADER
7 Principal inspires confidence by energy and efficiency .80
20 Principal gives impression that she really understands
people's problems (e.g. of parents, staff, pupils) .81
38 Principal organizes the school efficiently .64
45 Principal is well prepared when she speaks at school
functions .53
61 Principal gives an example of hard work .59
66 Staff members are synpathetically aware of the many
difficulties of principal's position .67
67 Teachers in this school are very co-operative with the
principal .64
68 Principal seems to be genuinely concerned for the
welfare of the staff and students .74
MORALE
9 Teachers here have professional attitude towards teaching .70
11 Teachers here are both well qualified and have necessary
teaching skills .72
13 Teachers here show much school spirit (i.e. are
concerned about pupil's welfare, interested in school
functions) .67
31 Teachers here are quite confident about their academic
qualifications .70
-49 Teachers talk of transferring from this school (to get
better conditions elsev/here) .60
54 Teachers carry out their work with energy and pleasure .59
65 The morale of the teachers is high .78
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Table A4»3 (Continued)
Item
No.
Description of Items First
Principal
Component
Weight
P U B H C  RELATIONS
3 Relations between parents and staff are friendly .62
-5 School puts too much emphasis on external conformity to
rules etc. .64
6 Parents have genuine share in policy making of school .58
14 Principal always trying to find new ways of involving
parents .65
25 Well defined policy re school goals .61
35 Teachers have reasonable share in decision making (on
what is to be taught, on methods, etc.) .62
-55 Sixth Formers do not get enough freedom .49
63 Friendly relationships between Lay Staff and Religious .52
GOAL CONSENSUS
15 Parents of senior pupils accept religious goals of
school .71
21 Religious goals are well understood and sympathetically
received by lay staff in this school .63
25 Here there is a well defined policy re school goals and
the means of implementing these goals .71
48 Senior pupils understand and accept religious goals .81
60 There is consistent policy re discipline in this school .55
71 I think this school is making a worthwhile contribution
to Australian life today .71
SUPPORTS
-10 Religious give impression of overwork .58
-16 Principal gives impression of fatigue .57
-27 Religious are unaware of special problems of lay teachers .50
-28 Teachers generally have too many teaching periods .64
-44 Paper work is burdensome in this school .58
-47 Demands of teaching such that teachers have not time for
recreation, cultural pursuits, etc .76
-62 Teachers have to attend too many meetings out of school
time .56
FRIENDSHIPS
26 Teachers enjoy being together .69
30 Teachers tend to form close friendships with other staff
members .69
43 Teachers talk about personal life to other staff members .58
52 Teachers spend a fair amount of free time together .65 
56 There is considerable laughter when teachers gather
informally .68
Table A4*3 (Continued)
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Item Description of Items First
No. Principal
Component
Weight
PROFESSIONALISM
1 This school has a high standing in local community- .65
-24 Religious not interested in secular education . .55
-33 Some teachers here who really do not want to teach -. • .67
-51 Teachers give impression of not wanting to belong to
school community. .70
64 Adequate teaching aids are available.. . .51
CHRISTIAN- DOCTRINE TEACHING
34 Teachers were quite confident about C.D. Teaching .80
-37 ‘Teachers now experience great difficulty in teaching C.D. .60 
58 Adequate counselling help is available in this school .72
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EXAMINATION OF MODEL I IN THE NINE SCHOOLS OF THE STUDY.
In Chapter 11 there is a description of the construction of Model I 
and a detailed examination of certain key points in the model. This Appendix 
seeks to discover whether the pattern of relationships characteristic of the 
total sample of 560 holds also for multi-order/single-order schools and for 
individual schools. In this Appendix I have used factor analytic techniques 
rather than McQuitty linkage analysis to do tv/o things: to examine the 
coherence of the main factors on the student section of the model and to 
bridge the tv/o main factors of the model. Both these points need elaboration.
The four main factors on the student data are the Students’ School 
Environment, points E - I on the model; the Religious Outcomes factor, points 
the Students’ Larger Religious and Cultural Environment, points J-N, 
and finally the Examination Achievement factor points H^, N, 0, P. I shall 
discuss each of these factors in tv/o stages: first an analysis of the 
principal component weights for the total sample and the multi-order and 
single-order schools, and then an .analysis of the principal component weights 
for each of the nine schools in the study. For each factor analysed then, 
there are two distinct tables. In the first of these there is included a 
complete description of the code letter and the name of each variable of the 
factor beside the principal component weights for the total sample and for 
multi-order and single-order schools; in the second table where principal 
component weights have to be given for nine schools, only the variable 
headings are.given. In this latter table code numbers, not the fictitious
*
school names, are used for the sake of convenience.
Appendix 5»
* The full details of code numbers and fictitious names for the nine 
schools in the study have already been included in Table 6.2, p.144» 
For the sake of convenience I have just repeated this table here.
Code Numbers and Fictitious Names for the Nine Schools in the Study.
Code No. Name N Locality and Type
1 St. Mary’s 57 Sydney Regional (Low S.E.S.)
2 Mitchell Hall 73 Sydney Private (High S.E.S.)
3 Sion Convent 82 Sydney Regional (Low S.E.S.)
4 Cavan Park 95 Sydney Private (High S.E.S.)
5 Chisholm High 54 Sydney Regional (Low S.E.S.)
6 All Hallows 49 A.C.T. Regional (High S.E.S.)
7 Trinity College 44 A.C.T. Regional (High S.E.S.)
8 St. Margaret’s 35 N.S.W. Regional (Low S.E.S.)
9 Campion High 71 N.S.W. Regional (Low S.E.S.)
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Next I shall discuss adjacent points on the two main factors. An 
examination of Model I reveals the fact that Students’ School Environment, 
joins the Students’ Larger Religious and Cultural Environment at points I, J 
The strategy here is to treat points F, I, J as a factor and call this the 
School Religion factor and then to treat I, J, K as a factor and call this 
the Integration factor<• The names of these new factors derive from the 
cluster of variables or the variable which is at the centre of the three 
letters; the point I on the model is Openness to School Religion, the point 
J on the model is Integration, and points I, J are the central letters. M y  
reasons for combining these adjacent points are simply to test the 
relationships between adjacent factors*
The Student s’ School Environment Factor.
The School Environment factor is the most clearly defined of all the 
factors on students’ data.. It comprises the 12 variables on Student Morale 
(e), Actual Goals (F, G,), Loyalty (H) and Openness to School Religion (l)« 
The correlation matrix for these 12 variables has been analysed in some 
detail in Chapter 1.1, and a graphical representation of the relationships 
among the variables given in Figure 11.5* In Table A5*1 below are recorded 
the first principal component weights on each of the variables in the factor 
for the total sample for the Multi-Order and for the Single-Order Schools.
In Tables A5«1 and A5-2 below, the order of the variables is the same as that 
in Model I s E, F ... I.
Table A5 - J_
First Principal Component Weights for Students’ School Environment 
Factor : Total Sample, Multi-Order, Single-Order Schools.
Code
Description of 
Variable
First Principal Component Weights
Total Multi-Order Single Order 
N=S60 N=199_________N=~361
E
Student Morale
Actual Goals 
G
Actual Goal 
H
Loyalty 
I
Openness to 
School Religion
Principal
Morale
Supports
Liberal Education 
Social Education 
Religious Education
Exam-, Achievement 
Loyalty
Enjoyment of School 
Attitude to C.D. 
Influence of Teachers 
Influence ‘of C.D.
No. of Variables
First Latent Root
/mount of Variance accounted
Reliability Coefficient
.or
.50 *68 .64
.81 .83 .80
• 53 .68 ^50
.78 «77 .76
• 75 .80 <73
.60 .66 .62
.40 .41 .40
.58 »71 .57
'55 ..48 .52
• 53 '49 .50
• 56 .66 .58
«55 .53 .54
12 12 12
5.1 6*00 5*6
37$ 43$ 40/»
.86 -90 .88
Table A5*1 above reveals the fact that there are no appreciable 
differences in the pattern of relationships on.the Students' School 
I&ivironment factor for the Multi-Order schools, the Single-Order schools and 
the Total sample; in all.three groups the factor is a very well defined one. 
Within individual schools, however, there are differences since some 
variables do not load significantly on this Students’ School Environment 
factor; to facilitate detection of these non-significant loadings,.I have 
underlined them. Despite these exceptions in some schools, however, the 
factor is still a reasonably well defined one with a reliability coefficient 
(Cronbach alpha) of at least 0.80 in each case. The first principal 
component weights are included below in Table A5*2.
Table A5*2 
*
First Principal Component Weights for Students’ School Environment
Factor : Nine Schools.
•iA*6
First Principal Component Weights
Variable Sch.1
&=57
Sch.2
N=73
Sch.3
N=82
Sch.4
b -?5
Sch.5
N=54
Sch.6
N=49
Sch.7
N=44
Sch.8
N=35
Sch.9
N=71
Principal 52 62 56 59 52 61 53 5? 50
Morale 73 78 79 66 67 77 82 62 71
Supports 20 53 59 42 47 57 53 46 61
Actual Goals
Lib. Education 70 86 83 75 83 64 78 76 72
Soc.Education 61 70 76 68 84 64 85 70 69
Rel.Education 59 53 54 59 73 61 71 63 69
Exam.Ach. 53 18 37 44 51 45 46 00 13
Loyalty 41 69 59 23 55 56 64 66 56
En j oyment 71 66 71 59 21 64 40 73 51
of School
Attitude 50 49 68 58 32 46 44 46 34
to C.D.
Influence of 49 69 54 35 68 78 50 75 37
Teachers
Influence of 50 59 62 54 36 60 69 62 39
C.D.
No.of Variables 12
First Latent / 3 
Root
12
5.7
12
5.4
12
4.3
12
4.9
12
5.3
12
5*9
Amt• of 
Variance 
accounted 
for
Reliability
Coefficient
31$ 41$ 39$ 32$ 35$
•84 .90 ■ 89 .84 .80 .81 ,J1
12 12 
5.0 4.3
42$ 3 6$ 32$
►87 .84
# Decimal points omitted.
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An examination of Table A5»2 above reveals the fact that six schools 
have at least one low weight and that one school has two low weights. A low 
weight suggests that the variable is not strongly related to other variables 
which are cohering very well together in the factor. It might be of interest 
to comment on these exceptions, and to try to account briefly for the 
findings. The first point to notice is that a low weight on a particular 
variable is not necessarily associated with a low score for the school on 
that particular variable. Very often variables v/ith a low weight have 
extremely high scores in the particular schools. For example, the N.S.W. 
Regional Schools (Schools 8, 9) highest of the nine schools on the 
Actual Goals of Examination Achievement. Students at St. Margaret’s 
(School 8) however, think that there is too much stress on Examination 
Acnievement in the school; this is shown by the negative Goal Satisfaction 
score reported in Table 7*22 (p.183). Students at Campion High (School 9) 
think the Actual Goal of Examination Achievement extremely high in their 
school (modified standard score of +52) but for some reason, this Actual Goal 
of Examination Achievement is just not part of the general School 
Environment factor for these schools. Nor is it part of the School 
Environment factor for the Private school, Mitchell Hall (School 2) - at the 
other end of S.E.S. scale. In this school also the score for the class as a 
whole on this variable is above the mean for the total sample. The only 
suggestion I can give for this finding, and its association with very High 
and very Low S.E.S. schools, is that students from Mitchell Hall and from the 
Low S.E.S. N.S.W. Regional Schools bring very different expectations to the 
school concerning examination achievement, and these expectations are 
influencing students' perceptions of the actual goals of the school.
Two other deviations from the general pattern of the coherent School 
Environment factor are Cavan Park (School 4) on Loyalty, and Chisholm High on 
Enjoyment of School and Attitude to Christian Doctrine. As it happens both 
these schools are extremely high on the variables concerned. Cavan Park is 
a Sydney Private school and its very different performance from that of 
Mitchell Hall on religious outcomes has been commented on in Chapter 9» .It 
has a slightly lower S.E.S. student clientele from that of Mitchell Hall, 
and is located in a different part of Sydney. Because this school so often 
deviates from the pattern for the schools generally, I examined and then 
analysed the correlation matrix for the Student School Environment factor, 
and discovered certain subtle differences in the pattern of relationships. 
While for the total sample, Loyalty has its highest correlation with Morale 
(O.40) and with Involvement in School Activities (0.38), for Cavan Park, 
Loyalty has its highest correlation with the Actual Goal of Examination 
Achievement (0.26) and the Actual Goal of Individual Success (0.26).
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Loyalty in this school has no significant correlations with any of the 
variables on the Student Morale cluster at E or Actual Goals at F or the 
Openness to School Religion cluster at I.
From my discussions with and observations of the students at this 
school, I gained a very clear impression of two characteristics. In the 
first place the students were at once very critical of their school and this 
is shown by their very low scores on Student Morale and Actual Goals, where 
they are well below the mean on all variables. At the same time, they were 
very loyal to their school and proud of i t , and concerned about its general 
reputation; this is shown by the fact of their very high score on Loyalty. 
The apparent contradiction betv/een the low scores on Student Morale and 
Actual Goals and the high score on Loyalty is partly explained by the fact 
that there is great scope within the school for students to voice their 
disapproval, and even.to work off feelings of aggression. At one week day 
concert, for instance, I watched a witty but pungent satire on the school 
administration, and this v/as attended and apparently approved of by the staff 
generally and the principal in particular.
The second feature about the school is that students are very muph 
examination oriented in comparison with students in the sample generally, 
though this would surprise those responsible for the school. The fact that 
the school is a Private school does give it a certain elite status, and I 
heard several comments fj?om staff that they were careful to develop a ’well 
rounded personality1' and not be dominated by examination success "as were 
some other schools". The staff were undoubtedly right in their 
perceptions of what the school officially v/as promulgating. The students, 
however, were certainly very much examination oriented - and I did not get 
this impression in the other Private school in Sydney, though it was 
certainly obvious in the Sydney Regional schools. The evidence for their 
examination orientation is their very high score on the Ideal Goal of 
Examination Achievement, and the comments of the students in discussion of 
the goals of a Catholic school.
The other school to deviate from the coherent pattern on the Students' 
School I&ivironment factor is Chisholm High - on the Enjoyment of School and 
Attitude to Christian Doctrine variables. On these tv/o variables the 
students' scores are easily the highest of any of the nine schools (+45>
+46 on the modified standard scores). Yet in this school Enjoyment of School 
is associated not with teachers' or Christian Doctrine influence on 
religious development as it is in the sample generally, but with.Post 
Vatican Theology (0.45)? Involvement in School Activities (0.32), Cultural 
Activities (0.28) and Ideal Religious Education Goals (0.30). Exactly what
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axe the.mechanisms of these associations I do not know* What is obvious, 
however, is that in this very Low S.E.S. Sydney Regional school, the staff 
had taken great pains to give students opportunities for a whole range of 
cultural activities, normally denied students from such a background. Their 
science teacher v/as also their Christian Doctrine teacher and form mistress, 
and students in this class were very v/ell versed in current problems 
like pollution and conservation and v/ell aware of the Christians 
responsibility to be concerned with these problems. During my associations 
with the class in 1970 they put on a science exhibition, took part in a play 
and an opera and were extremely active in week-end camps and after-school 
seminars with the local Catholic boysT school, all of which may have 
accounted for the differences in pattern.
I do not intend to discuss the differences in pattern in future 
factors in anything like the detail I have given to this Students' School 
Environment factor. The slight differences in pattern even in this 
generally well defined factor alert one to the subtle variations within 
schools, and in fact it alerts one to the uniqueness of each school, and the 
need therefore for more detailed case studies of individual schools to 
supplement the rather crude methods of survey data employed in this Study-
I want not to turn to the R e l i g i Outcomes factor,
The_ Religious Outcomes Factor.
This is a well defined factor within the Students’ Larger Cultural 
and Religious Environment and consists of five variables. Again the factor 
is well defined for different types of schools, and well defined within each 
school. In Table A5»3 below the first principal component weights are given 
for the Total, and for the M"lti-0rder and Single-Order schools, and Table 
A5-4> the first principal component v/eights are given for each school.
As before the variables are placed in the order in which they occur on 
the models J, 'K. t M, and in the second table Table A5»4 lev/ weights are 
underlined to facilitate detection.
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Table A5«3
First Principal Component Weights on Religious Outcomes Factor : 
Total, Multi-Order and Single-Order Schools.
Code Description of 
Variable.
First Principal Component Weights
Total Multi-Order Single-Order 
N=560 N=199 N=301
j
Integration
Ki
Ideal Goal 
M
Religious
Outcomes
Integration between 
Christian Doctrine and 
Secular Subjects
Religious Education
Post-Vatican Theology 
Religious Values 
Religious Practice
.55 *62 .60
.69 .71 -70
.67 .73 .65 
.84 .79 «82 
.72 .68 .70
Number of Variables 
First Latent Root 
Reliability Coefficient 
Amount of Variance accounted for
5 5 5 
2.50 2 .5 2.5 
.75 .75 .75 
491o 50$ 50$
Table A5*4
First Principal Component Y/eights for Religious Outcomes Factor :
Nine Schools.
First Principal Component Weights
Variable
3ch.1 Sch.2 Sch.3 Sch.4 Sch.5 Sch.6 Sch.7 Sch.8 Sch.9 
*=57 N=73 N=82 N=95 N=54 N=49 N=44 N=35 N=71
Integration
Religious
Goals
Post-Vatican
Theology
Religious
Values
Religious
Practice
51 43 44 56 67 74 69 58 58
69 71 72 62 76 80 33 81 75
i ' -
74 66 63 28 45 63 66 70 84 
80 88 90 80 79 69 76 73 85
75 71 80 72 67 44 64 56 82
No.of Variables
First Latent 
Root
Amount of 
Variance 
Accounted for
Reliability
Coefficient
5 5 5 5 5 5 5 5 5  
2.50 2.52 2 .6 2.0 2 .3 2 2.31 2.0 2.33 3.0
50 io 42io 48a/o 39i° 4 6$ 45i> 40$  4li° 60$
•75 .76 .77 .68 .71 .71 .68 .71 .83
* Decimal points omitted.
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Despite the low weight on Post-Vatican Theology in School 4»(Cavan 
Park) the religious factor generally is a well defined one. If I had to 
account for the result in Cavan Park, the Sydney Private school discussed in 
the last section the only suggestions I have to make are that this school is 
very high on all religious outcomes, and high on both Post-Vatican and 
Pre-Vatican Theology. I suspect that there are at least two quite different 
groups of students in the class, a conservative group reflecting their 
parents’ conservative theological opinions, and another group of students 
whose parents are less well educated and who are more open to the
*
Post-Vatican Theology being taught at the school. The evidence for this 
comes from the actual frequency distributions for the Pre-Vatican and 
Post-Vatican Theology scales; these distributions are distinctly bi-model. 
Further evidence came frcm the Christian Doctrine teachers of the school.
The Students’ Larger Social and Religious Environment.
As already indicated this Larger Social, Cultural and Religious 
Environment really comprises two factors. The first of these factors is 
Student Ideals; points J,IC,N on the model, and consists of Integration,
Ideal Goals of Liberal, Social and Religious Education, and finally Cultural 
Activities. The second factor on the model is the Religious Outcomes factor, 
already discussed, with the added cluster at point L: Non-School Religion. 
This cluster contains the various influences on.the students’ religious 
development: the influence of parents, friends, some special priest, 
chaplain or camp leader and finally the local Church. In Table A5»5 below 
are recorded the first principal component weights for the 12 variables for 
the Total Sample, the Multi-Order and Single-Order schools on this Larger 
Cultural and Religious Environment, comprising points J, K, L, M, N on the 
model.
* There is a quite remarkable association between students’
orientations in theology and fathers' education» A comparison 
of the Very High/Very Low Achievers in Post-Vatican Theology 
indicates that there are significant differences between the 
tv/o groups in the level of fathers’ education. The High 
Achievers come from homes where the father has had considerably 
less formal education than the total sample; the Low Achievers 
come from homes where the father has had considerably more 
formal education; the differences between the two groups are 
significant at least at the 1 c/o level. This finding does lend 
seme support to the frequent statements of Christian Doctrine 
teachers in the study who commented that the better educated 
fathers were more likely to oppose the new emphases in 
Post-Vatican theology, and to revert to the "good old days of 
the Catechism and Sheehan’s Apologetics in vogue in their own 
youth.
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Table A5*5
First Principal Component Weights for Students' Larger Cultural 
and Religious Ehvironment s Total Sample, Multi-Order Schools,
Single-Order Schools.
Code
;
\ First Principal Component Y/eights
Description of 
Variable
! Total 
N=560
Multi-Order
N=199
Single-Order
N=361
j Integration between
Lntegration Christian Doctrine and 
Secular Subjects
*50 .55 *54
K Liberal Education *41 .47 .40
Ideal Social Education .42 *44 .46
Goals Religious Education *75 .78 .77
L Influence of Perents *42 .33 .40
Non-School Influence of Friends *42 • 45 *41
Religion Influence of Church .51 *51 .50
Influence of Priest *45 • 43 *45
M Post-Vatican Theology .60 .62 .60
Religious Religious Values *72 .65 • 71
Outcomes Religious Practice . 60 *53 .61
N
Cultural
Activities
Cultural Activities *37 *37 .36
Number of Variables 12 12 12
First Latent Root 3.41 3*53 3.51
Amount Variance Accounted for 29$ 28 io 28i
Reliability Coefficient
1
0.77 0 .78 0.78
An examination of Table A5*5 above reveals that the Students'
Larger Cultural and Religious Environment is a reasonably coherent factor for 
the Total sample and for the tv/o main groups of schools. The Ideal Goal of 
Religious Education is the dominant variable in the factor, v/ith loadings of 
•75» *78, *77 for the different groups. On the model this variable is a 
clear link between religious outcomes variables generally and the Ideal 
Goals of Liberal and Social Education; these latter are in turn linked to 
Cultural Activities.
In Table A5»6 below are recorded the first principal component 
weights for each of the variables on this Larger Cultural and Religious 
Environment for the nine schools of the sample. As befcre, non-significant 
v/eights have been underlined to facilitate detection. Further comment on 
the table is left till the next page.
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Table A5»6<
First Principal Component Weights for Students* Larger Cultural
and Religious Environment : Nine Schools.
First Principal Component Weights
Variables
Sch. 1 
N=57
Sch.2
N=73
Sch.3
N=82
Sch.4
N=95
Sch.5
N=54
Sch.6
N=49
Sch.7
N=44
Sch.8
N=35
Sch.9
N=71
37 33 40 43 49 50 66 60 56
52 26 40 41 53 51 22 72 40
47 47 52 38 51 36 06 72 40
68 71 75 72 76 76 41 88 82
33 62 35 39 47 37 3£ 38 31
50 JI 42 35 44 49 21 42 51
57 41 62 41 41 47 33 22 63
3£ 62 51 32 29 47 37 41 51
71 58 59 40 51 56 57 49 73
70 80 81 67 68 62 68 47 72
65 71 65 54 37 37 55 53 62
Integration 
Ideal Goals
Lib.Education 
Soc.Education 
Rel.Education
Influence of
Parents
Friends
Priest
Church
Post-Vatican
Theology
Religious
Values
Religious
Practice
Cultural
Activities 50 44 11 51 48 33 42 38 31
No.of Variables 12 :12 12 12 12 12 12 12 12
First Latent
Root 3*94 
Variance Accounted
3.71 3.70 2.84 3.71 3.42 2.75 3.71 4.21
for 28io 27 i 2Gfo 20i 26i 26io 20$ 26 i 30i
Reliability
Coefficient .81 .80 .80 .71
0CO• .77 .70 . CD O .83
* Decimal points omitted.
An examination of Table A5*6 above shows that the factor is a 
reasonably coherent one for all nine schools, with the possible exceptions 
of School 7» one of the A.C.T. Regional schools, and School 4 i one of the 
Sydney Private schools. In all other schools, the reliability coefficient 
is satisfactory, being at least 0.77« It is obviously not as well defined 
as the Students’ School Environment factor, and the reasons for this are 
obvious enough, since this factor comprises two distinct factors.
The school most different from all the others on this factor is 
School 7, Trinity College. This school has extremely high scores on the 
Ideal Goals of Social and Liberal Education, but for some reason, these Ideal 
Goals are not as integral a part of the Students’ Larger Cultural and 
Religious Environment as they are for the other schools. Without more careful
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examination of the school results generally, I cannot attempt to give an 
explanation of the finding and simply record it. I want now to turn to tl:a 
Examination Achievement factorP
The Examination Achievement Factor.
The fourth factor is the Examination Achievement Factor. This factor 
is appended to Model I at points H^ and N, Involvement in School Activities 
and Cultural Activitiese The factor itself has been discussed at length in 
Chapter 10. In Table A5o7.below the first principal component v/eights are 
given fpr the Total Sample, the Multi-Order schools and the Single-Order 
schools, on seven variables.
Table A5>7
First Principal Component Weights for Examination Achievement 
Factor : Total, Multi-Order and Single-Order Schools.
Code
Description of
i
First Principal Component Weightsj
Variable Total
N=560
Multi-Order Single-Order 1 
N=199 N=361
H i
Involvement
Involvement in School 
Activities *42
.46
• «  i
N
Cultural
Activities
Cultural Activities .34 .42 .30
0
Examination
Achievement
4th Form Scholarship 
Advanced Test N 
Student Aspirations 
Higher School Certificate
• 74 
.63 
.76 
.87
• 73 
"67
.80
.88
.74
.60
.73
086
P
Parental
Aspirations
Parental Aspirations •42 .42 <.46
Number of Variables
First Latent Root
Amount of Variance Accounted for
Reliability Coefficient
7
2 .76
40/»
0 .74
7
2.80
41/»
0 .7 5
7
2.66
38$
0 .72
Table A5»7 indicates that there are no appreciable differences 
between Multi-Order schools, Single-Order schools and the Total Sample. The 
Cultural Activities scale has the lowest weight in each of the groups with 
weights of 0.34 and 0.30 for the Total Sample and the Single-Order Schools 
respectively. None the less the factor is a well defined one, with a 
satisfactory reliability coefficient of 0.72 to 0.75* Within particular 
schools however, there are some very marked differences. In Table A5*8 below 
are recorded the first principal component weights for the seven variables in 
each of the nine schools of the study; once again non-significant factor 
loadings are underlined to facilitate detection.
First Principal Component Weights for Examination Achievement
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Table A5«8
Factor % Nine Schools •
First Principal Component Weights
Variables
Sch. 1 
N=57
Sch02
N=73
Schc 3 
N=82
Schc4
N=95
Sch.5
N=54
Sch.6
N=49
Sch.7
N=44
Sch.8
N=35
Sch, 9 
N-71
Involvement 50 56 52 34 2 79 12 32 43
Cultural
Activities 78 47 40 23 ^2 58 68 15 j.7
4th Form
Scholarship 
Advanced Test 
IT
78
52
64
59
79
50
77
69
77
63
67
64
72
57
89
86
78
65
Student
Aspirations 
Higher School 
Certificate
74
88
75
78
77
81
73
90
83
91
77
89
82
90
83
92
84
90
Parental
Aspirations 47 37 56 38 39 37 69 2 54
No.of Variables 7 7 7 7 7 7 7 7 7
First Latent Root 2.83 2,60 2,67 2.73 2.68 3-34 3.27 3.16 3° 04
Amount of Variance 
Accounted For 40$ 37$ 41/» 39/» 38$ 48$ 47$ 45$ 43>
Reliability
Coefficient • 75 *72 «74 • 74 .73
.82 .81 o80 .78
* Decimal points emitted.
An examination of Table 5*8 above indicates that the factor 
generally is reasonably coherent for each of the schools v/ith a reliability 
coefficient of at least 0-72° However, it is obvious that in School 5? 
Chisholm High, Involvement in School Activities and Cultural Activities arc 
not an integral part of the Examination Achievement factor. I have already 
commented on this school in my discussion of the School Environment factor„ 
This particular Regional school (Low S.E.S.) has the highest score on 
Cultural Activities and Involvement in School Activities, but for some 
reason these two variables are not integral to the Examination Achievement 
factor. Part of the explanation could be that the Cultural Activities scale 
generally is associated with high S.E.S. background in other schools, and 
high S.E.S. background is also.often associated with examination 
achievement. In Chisholm High, the Cultural Activities of the students 
obviously derive more from the school than from the homes, and as I have 
already indicated, Religious staff in this school have taken great pains to 
provide a wide range of cultural activities for these students, who come
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from very poor educational backgrounds.
The other school that deviates from the general pattern is School 8, 
St. Margaret’s, which is one of the N.S.W. Regional schools. Students in 
this school come from homes with the least parental education in.the v/hole 
sample, so it is not surprising that parental aspirations are low, and not 
associated with students1 examination achievement. There are a number of 
other comments that could be made or the reasons for the differences within 
various schools, but more detailed analyses v/ould be necessary than are 
possible here. So I intend to conclude this first section of the chapter by 
saying two things about the analyses of the various factors? for the Total 
Sample, the Multi-Order and Single-Order schools, the factors are similar 
and coherent; for individual schools, the factors are reasonably similar 
and coherent, but at the same time sufficiently different to demand more 
careful attention.
In the remaining section of this chapter I want to look briefly at 
the relationships across the factors discussed so far. The Students1 Larger 
Cultural and Religious Environment (Points J-N) comprises two factors: the 
Religious Outcomes factor and the Student Ideals factor so the relationships 
there have been examined already. Similarly the Examination Achievement 
factor has been related to the main model by the inclusion of points , N, 
Involvement in School and Cultural Activities respectively. No attempt has 
been made so far to examine the relationship between the Students1 School 
Environment and the Students’ Larger Environment factors. The relationships 
between the two factors are reproduced below in graphical form in Figure A1.1-.
Figure A 1 .1.
Graphical Representation of Relationships among Adjacent 
Variables on the Students’ School Environment and Larger 
Cultural Environment Factors : Detail of Model I.
Actual
Goals
j Openness 
| to School
Integration
i Religion
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The strategy now is to take the two points I, J joining the two main 
factors of Model I and to see the association "between these two points and 
the point immediately adjacent. This means in fact examining points F,I,J: 
Actual Goals, Openness to School Religion and.Integration, then examining 
points I, J, s Openness to School Religion, Integration and Ideal Goals 
in Religious Education. If the model has been an adequate indication of the 
relationships among variables in the Students’ School Environment. and 
variables in the Students’ Larger Cultural and Social Environment, then any 
three adjacent points on the model should form a reasonably coherent whole.
So far I have reserved the word "factor” in this study for the factors 
identified by factor analysis; in this section, I am using it in a slightly 
more restricted sense and applying it to any three adjacent variables or 
clusters of variables.
In Table A5«9 below, are included the first principal component 
weights for the Total Sample and the Multi-Order and Single-Order Schools on 
what’ I have called the School Religion factor: points F, I, J. It is called 
by this name because, Openness to School Religion, point I, is literally the 
central variable considered.
Table A5«9
First Principal Component Weights for School Religion 
Factor : Types of School and Total Sample.
Code Description of 
Variable
First Principal Component Weights
Total
N=560
Multi-Order Single- 
Schools Schoo 
N=199 N=3°1
• 78 • 76 .79
• 74 .76 .78
.70 .71 .70
.62 .63 .62
.55 .60 .60
.62 .69 .68
.64 .63 .64
F
Actual
Goals
Openness 
to School 
Religion
Integration
Liberal Education 
Social Education 
Religion Education
Enjoyment of School 
Attitude to Christian 
Doctrine 
Influence of Teachers 
Influence of Christian 
Doctrine
Integration between 
Christian Beliefs and 
Secular Subjects
.50 • 50 .50
Number of Variables 8 8
First Latent Root 3.31 3*53
Amount of Variance Accounted for 40$ 44$
Reliability Coefficient 0.79 0.82
8
3.50
43/
0.80
It is obvious from Table A5»9 above, that the School Religion factor 
is as coherent for different types of schools, as it is for the total sample, 
when individual schools are considered in Table A5.10 below, schools 2 and 4, 
the Sydney Private schools,appear to deviate slightly from this general 
pattern. The variable Integration is not as much a part of the School 
Religion factor for these schools, as it is for the others. This can be 
seen from Table A5«10 below, where non-significant factor loadings are 
underlined, to facilitate detection.
Table A5.10
*
First Principal Component Weights for School Religion 
Factor : Nine Schools.
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First Principal Component Weights
Variable
Sch.1 Sch.2 Sch.3 Sch.4 Sch.5 Sch.6 Sch.7 Sch.8 Sch.9 
N=57 N=73 N=82 N=95 N=54 N=49 N=44 1T=35 N=71
Actual Goals
Liberal 
Education 
Social
Education 
Religious 
Education
En j oyment of 
School 
Attitude to 
Christian 
Attitude 
Influence of 
Teachers 
Influence of 
Christian 
Doctrine
Integration
71 87 80 72 79 70 78 83 64
64 78 78 69 80 59 82 77 64
63 63 74 60 72 73 66 69 68
72
57
47
56
38
62 64 
55 62
66 38 75 
61 53 51
49 76 67 
69 40 50
68
62
23
60
65
50
45
61
75
40
28 49
73
63
64
57
74
53
76
55
58
50
56
57
)T6.bf Variables 8 
First Latent
Root
8 8 8 8 8 8 8 8  
2.85 3.37 3.4 2.83 3.17 3-54 3-59 3.72 2.87
Amount of
Variance 36$ 42$  41$ 35$ 40$ 44$ 45$ 47$ 36$ 
Accounted for
Reliability
Coefficient
75 .80 .80 .74 -78 .82 .82 .84 ■75
* Decimal points omitted.
Despite the low weights on the Integration variable in schools 2, 4 the 
School Religion factor is still a well defined one, even for these two 
schools -
In Table A5«11 and A 5•12 below the Integration factor is examined»
It is called the Integration factor because the variable Integration.point J 
is the central variable between Openness to School Religion, point I, and tho 
Ideal Religious Education Goal, point * As before the first principal 
component weights are given in the first table for the Total and for tho 
Multi-Order and Single-Order Schools, and on the second table for individual 
schools *
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Table A5.11
First Principal Component Weights for Integration Factor 
by Total Sample and Type of School.
First Principal Component Weight
Code
Total
N=560
Multi-Order
Schools
N=199
Single-Order 
Schools 
N=3'6l
I Enjoyment of School • 73 .74 .71
Openness to Attitude to C.D. • 73 .70 .75
School Influence of Teacher ,64 .66 .62
Religion
J
Influence of C.D. 
Integration between CeD.
.70
.54
.72
,60
.69
.50
Integration and Secular Subjects
Ki
Ideal Goal
Religious Education .67 .57 .73
Number of Variables 6 6 6
First Latent Root 2 .70 2,70 2,72
Amount of Variance Accounted for 45$ 451° 45i
Reliability Coefficient O .76 0 .76 0 .76
This Integration factor reccrded in Table A5.11 above shown little 
variance for the Total Sample, the Multi-Order and Single-Order schools?
In Table A5.12 below, however, there is the same slight variation of the 
pattern between the.Sydney Private schools (schools 2,4) and the other 
schools. As before, non-significant weights are underlined to facilitate 
detection.
M O
•Mr
First Principal Component Weights for Integration Factor s
Nine Schools.
Table A5»12
First Principal Component Weights
Variable
Sch. 1 Sch«2 Sch.3 Sch .4 Sch.5 Sch.6 Sch.7 Sch.8 Sch.9
N=57 N=73 N=82 N=95 N=54 N=49 N=44 N=35 N=71
Enj oyment of 
School 78 69 74 71 61 78 64 77 77
Attitude to 
C.D. 68 65 86 69 78 62 76 61 69
Influence of 
Teachers 47 73 67 60 61 68 65 85 50
Influence of 
C.D.
62 64 81 74 57 69 73 65 72
Integration 63 28 42 41 66 72 60 54 62
Ideal Goal
Religious
Education 73 77 73 50 79 53 63 73 63
No.of Variables 6 6 6 6 6 6 6 6 6
First Latent 
Root 2.61 2.52 3.10 2.32 2.75 2.75 2 .70 2.94 2.62
Mount of
Variance 44$  42$  52$  39$ 46$  46$ 45$ 49$ 44$ 
Accounted for
Reliability .74 »72 
Coefficient
.81 .68 ■75 • 75 • 76 • 79 • 74
* Decimal points emitted.
An examination of Table A5*12 above indicates that for school 4»
Cavan Park, the factor is not a particularly well defined one, with a 
reliability poefficient of 0*68. Nor is the factor particularly well defined 
for school 2, Mitchell Hall, where Integration is not loading significantly 
on the factor.This variation of schools 2, 4 from the Total Sample, and from 
the seven schools may be too slight to warrant much more serious attention. 
The fact that these are the Sydney Private schools and therefore of 
considerably higher socio-economic background than all other schools in the 
sample, except school 6, All Hallows, one of the A.C.T. Regional schools, 
does seem to me significant.
An analysis of the inter-item correlation matrices for these two 
schools does reveal certain subtle differences, some of which I have already 
indicated in the case of Cavan Park. In Mitchell Hall, the Ideal Goal of 
Religious Education is more closely associated v/ith Teachers’ Influence on 
Religious Development than with the other Ideal Goals of Liberal and Social
Education. In terms of the language employed in Chapter 11, this variable 
reciprocates v/ith Teachers' Influence at the first matrix, and is therefore 
part of the Students’ School Environment rather than the Larger Cultural 
and Religious Environment» There are indications, therefore, that the 
Private schools may oe v/orking" differently from other schools in the 
sample; it may v/ell be that the higher social backgrounds of the students 
in these schools have something to do v/ith these differences-
However for my present purposes, it suffices to say that enough 
evidence has been presented to suggest that Model I.is a reasonably good 
model for each Catholic girls' school in the sample, despite ~ohe 
discrepancies in the Private schools * It remains for more detailed 
analyses and case studies of individual schools to explain the differences*
M1
AMEXURES.
In this section are included the questionnaires constructed 
for the study, and the Inventories used for the collection of 
information about the schools. In order the enclosures are:
1. The Student School Goals and Climate Questionnaire,
2. The Religious Outcomes Inventory.
3. The Staff Climate Questionnaire.
4* The Staff Goals Questionnaire.
%  The Sixth Form Information Sheet.
6. The School Inventory*
7* The Teacher Inventory.
8. The Fourth-Form Leavers’ Inventory.
AUSTRALIAN NATIONAL UNIVERSITY
Education Research Unit
The Student School Goals and Climate Questionnaire: June 1970»
This questionnaire is part of a study of Catholic Schools being 
undertaken by the Australian National University. Many of you have already 
answered the pilot questionnaire in November 19&9» and your comments and 
suggestions then have been noted in this new questionnaire.
Because you are being asked to answer two questionnaires, (one in 
June, one in July), and because we wish to put these two questionnaires 
together, each student has been assigned a code number, and a list of these 
numbers should be posted in your class rooms. Please put your code number 
at the top of your questionnaire in the boxes marked Col. 1, Col. 2, Col. 3, 
Col. 4«
Col.1 Col. 2 Col. 3 Col.4
0 1 8 8
for the student whose code number is 0188
The questionnaire is confidential, and answers will be coded in 
statistical form only. After the July questionnaire, name lists will be 
destroyed to ensure complete anonymity as well as confidentiality. You 
can be most helpful by answering each item frankly; extra comments in 
the margin would also be welcome.
Sixth Form Questionnaire : Goals 
June 1970
jAnswer 
iColumn
Col 1 Col 2 Col 3 Col 4
PLEASE CIRCLE APPROPRIATE NUMBER IF NUMBERS ARE GIVEN, AND 
TRANSFER THIS NUMBER TO THE ANSWER COLUMN.
1. What is the present or what was the last main occupation 
of your father or male guardian?:
2. On the lines below, please describe your father's occupation 
as carefully as you can. For example, if his occupation 
is 'salesman' tell what he sells and where he works.
If he works for the government, be sure to indicate whether 
he is a policeman, clerk, etc. If he is a "factory manager*' 
describe the kind of factory he manages, its size, location : 
and what it produces. If his occupation is 'teacher', 
specify type of school in which he teaches and what subjects, 
If he is a farmer, please specify what type of property.
3. Is he
in full-time work? 
in part-time work?
retired?...........
unemployed? ........ 4
1 disabled?.....5
2 Deceased?.....6
3 no longer at home?.....7
4. Is your mother employed
in full-time work?.....
in part-time work?.....!
unemployed?.............
i (outside the home)
1 disabled?......4
2 deceased?......5
3 no longer at home...... 6
-2-
j
i
Answer [ I.B.M.
Column Column
5. What was your parents'formal education?
father mother
1 1
Completed part of degree or diploma........ 2 2 9
Completed other post-secondary course of father
training......................................... 3 3
4 4
Completed 1-4 years of secondary school.... 5 5
Attended primary school....................... 6 6
7 7
10 1
8 8 mother1
6. At what kind of school did your parents receive most j
secondary education?
father mother
I
1
Catholic High School (includes Catholic I I 1 t
1 1
0 0 l
Catholic Technical High School............... 'i
Cm
** n  !
State Technical High School...................
o
4
J
4 father!
Independent School (Non-Catholic or
6 6
Overseas School which does not fit
7 1 12 1
S 8 mother:
!
9 9
7. What is the religion of your parents?
father mother
1 1
132 2
3 3 father
4 4
5 5
Other Protestant Denominations (but
146 6
7 7 mother
8 8
-3-
Answer
Column
I.B.M. > 
Column Iji
-
8. How many brothers and sisters have you?
i
i
i
i
15 i
i
9. Are you currently holding any scholarship?
1. Commonwealth 3. Other (e.g. R.S.L.)
2. State 4. None
!
16
10.Has the cost of keeping you at school been for your 
parents:
No great burden? .............. 1
Caused some family hardship?....2
Been extremely heavy...........3
Don * t k n o w .................... 4
I
17
11. The question of your school fees is discussed by the 
family,
occasionally........ ..........2
never......................... 3 18
12. What weeklies, journals, periodicals, does your 
family subscribe to?
19
- 4 -
School Goals.
Hie following statements are often made about Catholic schools. You are asked to do two 
things with each item: to indicate
(i) what importance you think this goal ought to have.
(ii) what importance you think your school is actually placing on the goal.
N.B. You are not required to make rash generalizations about the school in general,
but simply to record your impressions of your experience at school in sixth-form 
this year.
For each item, (i) gives your ideas of the ideal situation in a Catholic School:
IDEAL GOAL.
(ii) gives your ideas of the actual situation in your school:
ACTUAL GOAL.
PLEASE CIRCLE THE APPROPRIATE NUMBER AND TRANSFER THIS TO ANSWER COLUMN.
Catholic Schools Ought to:
13. prepare their students for 
University study (by 
developing good study 
habits etc*)
14» reverence each pupil
individually irrespective 
of ability or appearance.
15« develop personal qualities 
of initiative and 
independence in the pupils.
16. prepare their students to 
pass the Higher School 
Certificate as well as 
possible.
17* provide an atmosphere of 
Christian community where 
people are genuinely 
concerned for one another.
18. encourage a love of
literature, music and art.
I
Most Very Some Little Of no 
Imp. Imp. Imp. Imp. Imp.
Answer
col.
Iffl | 
col.
IDEAL
ACTUAL
1 2 3 4 5 
1 2 3 4 5
21
22
IDEAL
ACTUAL
1 2 3 4 5 
1 2 3 4 5
23
24 j ;
IDEAL
ACTUAL
1 2 3 4 5 
1 2 3 4 5
25
26
IDEAL
ACTUAL
1 2 3 4 5 
1 2 3 4 5
27
28
IDEAL
ACTUAL
1 2 3 4 5 
1 2 3 4 5
29
IDEAL 
j ACTUAL
I
1 2 3 4 5 
1 2 3 4 5
i
31
32
!
- 5 -
I
Catholic Schools Ought to:
Most Very Some Little Of no 
Imp. Imp. Imp. Imp. Imp.
Answer
col.
i m
col. j
. j
1 9- make students aware of ideal 1 2 3 4 S 33
pressing social problems !
(e.g. Poverty, Drug IIAddiction) , ACTUAL 1 2 3 4 5 34 |
20. give adequate sex IDEAL 1 2 3 4 5 35 !
education. Ii ACTUAL 1 2 3 4 5 36
2 1. create friendly relations IDEAL 1 2 3 4 5 37
with other school and Church
groups (* otherf here means
other Catholic, e.g.
Protestant, State Schools.) ACTUAL 1 2 3 4 5 38
22. provide students with IDEAL 1 2 3 4 5 39
opportunities to discuss
controversial topics
(e.g. sex, politics),. ACTUAL 1 2 3 4 5 40
23. Make Mass and the Sacraments IDEAL 1 2 3 4 5 41
easily available but give
6th Form students complete
freedom to attend as they
wisft. (it is assumed that
Mass is easily available
at school.) ACTUAL 1 2 3 4 5 42
24« provide counselling help
" " ""*
IDEAL 1 2 3 4 5 43 |
for students in their l
personal problems. ACTUAL 1 2 3 4 5 44
25* put great emphasis on IDEAL 1 2 3 4 5 45
internal self discipline
rather than on external
conformity to rules. ACTUAL 1 2 3 4 5 46
26. teach Christian Doctrine IDEAL 1 2 3 4 5 47
at a level comparable to
that in secular subjects , ACTUAL ! 1 2 3 4 51
.
48
27» make pupils aware of the IDEAL
j
I 1 2 3 4 5 I 49
great Religions other than
Christianity, e.g. Islam,
Buddhism. ACTUAL
i
| 1 2 3 4 5 I I 50
i
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Catholic Schools Ought to:
Most
Imp.
Very
Imp.
Some
Imp.
Little
Imp.
Of no 
Imp.
Answer
col.
m  j
col.
..........  1
28. encourage u lc\*e of IDEAL 1 2 3 4
----- ------
5
!
51
learning for its own sake. !i I
ACTUAL
.
» 2 3 4 5
I 52 i
29. develop in pupils habits of IDEAL 1 2 3 4
I
5
!
53
independent and critical I i
thought• ACTUAL 2 3 4 5 54 {
30. provide opportunities to IDEAL JL 2 3 4 5
I
55
participate intelligently
in the liturgy. ACTUAL 2 3 4 5 56
31. take part in local civic IDEAL 1 2 3 4 5 57
affairs.
ACTUAL
_______
1 2 3 4 5 58
32. integrate Christian IDEAL'- 1 2 3 4 5 59
Doctrine with other
subjects (where possible). ACTUAL 1 2 3 4 5 60
33. give pupils an opportunity IDEAL 1 2 3 4 5 61
for some creative work
ACTUAL 1 2 3 4 5 62
34. make sure that pupils have IDEAL 1 2 3 4 5 63
experience in the main
areas‘of human knowledge
(Arts, Sciences, Humanities). ACTUAL 1 2 3 4 5 64
35. give every pupil a chance of IDEAL 1 2 3 4 5 65 |
success in seme area of i
school life (academic, social, I ~  !sporting, service). ACTUAL 1 2 3 4 5 • 66 j I
36. give an example of the IDEAL 1 2 3 4 5 | 67
dedicated Christian life
through its religious
teachers ACTUAL 1 2 3 4 5 68
37. have a good sports IDEAL 1 2 3 4 5
I
!
programme so that some
sport is available to !i
each girl, ACTUAL 1 2 3 4 5 I 70 i
- 7 -
In your religious development (this includes your knowledge of Christian 
Doctrine, your appreciation of Christian values, your habits of prayer and your
Influences on Religious Development»
attendance at Mass and the Sacraments) how 
items;
38. The instruction and example of 
your parents.
39* The example and personal guidance 
of your teachers.
40. Christian Doctrine classes provided 
by the school.
41• Example of your friends at school
42. Religious Instruction provided 
by Church and Parish.
43* The guidance of some priest, e.g. 
Retreat giver, Chaplain, Seminar 
Leader, Camp Director.
important has been each of the following
Most
Imp.
Very
Imp.
Some
Imp.
Little
Imp.
o 
•
o Answer
col.
I M  j 
col.
1 2 3 4 5
j
1
71 j
1 2 3 4 5 72
1 2 3 4 5 73
1 2 3 4 5 74
1 2 3 4 5 75
II
►
1 2 3 4 5 76
j i 
I i
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Integration between Christian Beliefs and Secular Subjects
44 «a Do you think that what you have learned in subjects other 
than direct religious teaching has any importance for your 
Christian beliefs?
1. On the whole v/hat I have learned in my ordinary 
school subjects has no connection v/ith my Christian 
beliefs.
2. On the whole v/hat I have learned in my ordinary 
school subjects has supported (but not necessarily 
strengthened) my Christian beliefs.
3* On the whole what I have learned in my ordinary 
school subjects has strengthened my Christian 
beliefs.
Answer 
Column
i m
Column
4* On the whole what I have learned in my ordinary 
school subjects has weakened (but not necessarily 
contradicted) my Christian beliefs.
5* On the whole what I have learned in my ordinary 
school subjects has contradicted my Christian 
beliefs.
6. I have never really thought about the matter.
77
44»b If you answered 44a; 2, 3, 4» 5 above could you specify 
about two or three instances when your ordinary school 
subjects have supported/strengthened or weakened/ 
contradicted your Christian beliefs.
- 9 -
Loyalty to and Involvement in your School.
45-
46 •
Rate your feeling of loyalty towards your school 
along the line below. (Circle number where you 
think your loyalty lies, and transfer this number 
to the answer column.)
Peel great 
loyalty to it
Feel no 
loyalty to it
Suppose the circles below represent the many activities 
that go on at your school. How far out from the centre 
of things are you? Circle number where you think you 
are. Please transfer this to answer column.
Centre of School Activities.
Close to the centre of School Activities. 
In a fairly neutral position.
Not much involved in School Activities. 
Not at all involved in School Activities.
Answer
Column
I M
Column
78
79
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47-(a) Name some things about your present school that ycu have come to 
appreciate and value.
47•(b) Name some things about your present school that you do not like.
-11-
FART. II SCHOOL CLIMATE STUDENT QUESTIONNAIRE,
Directions; Please write your code number in Cols 1-4 Col.l
Below are five ways of responding to these statements. Please chose the 
response tnat best fits your current thinking and mark its number in the 
column next to the item number.
1. means: certainly true; definitely agree.
2. means: probably true; inclined to agree.
3. means: uncertain; don’t know.
4. means: probably false; inclined to disagree.
5. means: certainly false; definitely disagree.
Example: Australia is in the Southern Hemisphere.
1. This school has a high academic standing in the local 
community.
2. Discipline presents no real problem in this school.
3. The relations between parents and staff are very friendly
4. The principal is a good leader in the school
5. In moral training for 6th formers, the school tends to put 
too much emphasis on external conformity to rules and 
regulations and not enough on developing free choices
and personal decision-making.
6. Parents have a genuine share in policy making in this 
school in all the areas proper to them.
7. The principal inspires confidence by her(his) energy and 
efficiency.
8. 6th Form pupils here do not always treat the staff with 
respect.
9. Teachers at this school have a really professional attitude 
towards teaching as a career.
10. The religious teachers in this school give the impression 
that they are over-worked.
-12-
1. means: certainly true; definitely agree.
2. means: probably true; inclined to agree.
3. means: uncertain; don't know.
4. means: probably false; inclined to disagree.
5. means certainly false; definitely disagree.
Answer
Column
I.B.M.
Column
11. The teachers in this school are both well qualified for 
their subjects and have the necessary teaching skills.
!
1 6  1 
j
12. The principal is ready to listen to constructive criticism 
of the school, and to weigh that criticism carefully.
f
17
13. Teachers in this school show much school spirit (are concerned 
about the pupil's welfare, try to build up harmonious 
relationships in staff, interested in school functions). 18
14. The principal is always on the lookout for new ways of 
involving parents in the school.
1
19
15. For the most part the parents of the senior pupils accept 
the religious goals of the school. 20
I
16. The principal gives the impression of fatigue and overwork 21
17. Religious teachers in a Catholic school ought to be prepared 
to work harder (longer hours, more classes) than teachers 
in a State school. 22
18. Whether we like it or not, this school is definitely geared 
to external examination success. 23
i
19. The teachers really do not know their Sixth Form pupils 
as individuals. 24
20. The principal gives the impression that she (he) really 
understands people's problems (e.g. of parents, staff, 
pupils). 25
21. The religious goals of the school are well understood and 
sympathetically received by the lay staff in this school. 26
fi ..... - -------------
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1. means:
2. means:
3. means:
4. means:
5. means:
certainly true; definitely agree, 
probably true; inclined to agree, 
uncertain; don't know, 
probably false; inclined to disagree, 
certainly false; definitely disagree,
22. The principal is inclined to be conservative (not to welcome 
new ideas, new methods).
23. Teachers pay lip service to the values of art, music and
cultural education generally, but do not communicate these 
values to their pupils in any real way.
24 Religious (i.e. nuns, brothers, priests) teachers give the 
impression that they are not really interested in secular 
education for its own sake for their pupils.
25. In this school there is a well-defined policy re school 
goals and the means of implementing these goals.
26. Sixth formers here are probably less appreciative of their 
Christian Doctrine classes than of their other classes.
(36 in original)
27. The principal organizes the school efficiently.(38 in 
original)
28. There is a minority group (of pupils) in this school 
which tends to be apart, and to oppose the majority. 
(46 in original)
29. For the most part the senior pupils in this school
understand and accept the religious goals of the school. 
(48 in original)
30. Teachers at this school give the impression that they want 
to keep to themselves and not be part of the school 
community. (51 in original)
31. The Sisters (Brothers) have to spend too much time
policing the playground and class rooms ( i.e. to ensure 
cleanliness and collection of garbage) and this interferes 
with their apostolic and counselling roles.(53 in original)
Answer
Column
I.B.M.j
Column)
..... 1
27
28
I
29 !
j
30
I
31
32
33 |
1
34 j
II
35
i
I 36 i 
!
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1. means: certainly true; definitely agree.
2. meansj probably true; inclined to agree.
3. means: uncertain; don't know.
4. means: probably false; inclined to disagree.
5. means: certainly false; definitely disagree.
32. Teachers carry out their work with energy and pleasure 
(54 in original)
33. Sixth Form pupils in this school do not get enough real 
freedom (55 in original)
34. Adequate counselling help is available to the girls (boys) in 
this school. (58 in original)
35. Supplementary books are available for classroom use, either 
through the library, book-room or by special arrangement. 
(59 in original)
36. There is consistent policy re discipline in this school. 
(60 in original)
37. I think this Catholic school is making a very worthwhile 
contribution to Australian life today.(71 in original)
38. I think the public examination system is having a disastrous 
effect on genuine education in this state.
39. I think the public examination system a fair and adequate 
way of selecting for tertiary education, the public 
service and occupations generally.
40. This school has an enlightened educational attitude to
public examinations, in that it refuses to be dominated by 
the concern for examination results.
41. Public examination results are really a good guide in 
deciding whether a school is a good school.
Answer
Column
I.B.M
Column
37
38
39
40
41
42
43
44
45
46
42. There is much more to education than passing examinations. 47
-15-
certainly true; definitely agree, 
probably true; inclined to agree, 
uncertain; don't know, 
probably false; inclined to disagree.
5. means certainly false; definitely disagree.
1. means:
2. means:
3. means:
4. means:
Answer
Column
I.B.M.
Column
43. My parents (guardians) are really interested in my school 
work
|
48
44. My parents (guardians) expect me to be a very able student. 49
45. For the most part my parents (guardians) expect me to be 
a more successful student than I am. 50
46. My parents (guardian) are well pleased with my progress 
in school work this year. 51
47. On the whole I have enjoyed my Matriculation classes in 
English. 52
48. I don't think a person can be said to be educated in 
English unless she (he) genuinely loves literature 53
49. My parents (guardians) want me to go on with higher education 
e.g. at University or Teachers* College, if I am capable of 
it. 54 ,
50. On the whole I have enjoyed my Matriculation classes in 
Science 55
51. On the whole I have enjoyed my Matriculation classes in 
Christian Doctrine. 56
52. I think there should be a wider academic curriculum at 
this school. ( You might like to suggest some subjects in 
the space provided, and the reasons for your choice.) 57
53. On the whole I have enjoyed History classss this year 58
AUSTRALIAN NATIONAL UNIVERSITY 
EDUCATION RESEARCH UNIT 
SIXTH FORM RELIGIOUS OUTCOMES INVENTORY: JULY 1970
This questionnaire is the final part of a study of Catholic 
schools being undertaken by the Australian National University.
The questionnaire is confidential and answers will be coded in 
statistical form only. For this questionnaire you will need your code 
numbers again and then all name lists will be destroyed to ensure complete 
anonymity as well as confidentiality. You can be most helpful by answering 
each item frankly; extra comments in the margin would also be welcome.
SIXTH FORM RELIGIOUS OUTCOMES INVENTORY
JULY 1970
Col. 1 Col.2 Col.3 Col.k
FACT Is RELIGIOUS UNDERSTANDING
Belov; are 16 items on some of* tlie main doctrines of the 
Catholic Church. All the items are meant to be true, but some 
items are more adequate than others as explanations of the 
doctrine’s meaning-. It is impossible of course to press all 
the richness and complexity of a doctrine into a neat category, 
but the fact remains that some items are better than others. 
Keeping in mind the inevitable limitation of trying to find 
neat categories for complex doctrines, you are asked to rate 
each item on a five point scale of adequacy.
1 means very adequate (given the inevitable limitation of space)
2 means adequate but could be better " ” "
3 means not certain about adequacy
4 means inadequate
5 means most inadequate
I':. B . You should not hesitate to use responses 1 and 5 if you -wish.
Please circle the appropriate number and transfer this to 
the answer column.
Item I : Grace
1. Grace is God’s supernatural 
reward for acting or 
speaking in a proper way; 
it increases or decreases 
as the person advances or 
fails in holiness.
2. Grace is the activity of 
God in the life of a 
Christian, forming him 
in such a way, that he 
plays his proper role in 
the Christian community.
Response
3 ^ 5
3 k 5
Answer
Column
I.B.M.
Column
1 means very adequate (given the inevitable limitation of space)
2 means adequate but could be better " ” ”
3 means not certain about adequacy
4 means inadequate
5 me ans most inadequate
Item II : The Church
3. For me the Church is a 
people ever advancing, 
sometimes stumbling on 
its way, serving the 
world so as to bring 
about the final rule of 
God over mankind.
4. For me the Church is 
that perfect society 
established by Christ, 
containing all truths 
necessary for man’s 
salvation, and offering 
to man the one true path 
to God.
Item III : Prayer
5. For me prayer is an ever 
deepening experience of 
the existence of God, and 
of the fact that He became 
one of us.
6. For me, prayer is the 
lifting up of the mind and 
heart to God, to adore Kim, 
to thank Him for His gifts, 
and to ask for human needs.
Item IV : Faith
7. Faith is the gift which 
enables us to respond to 
God revealing Himself in 
time.
8. Faith consists primarily 
in the acceptance of the 
teachings of Christ, 
passed on by the Catholic 
Church.
Response Answer Column
I . B . M .  
Column
1 2  3 4 5
1 2 3 4 5 8
1 2 3 4 5
1 2 3 4 5 10
1 2 3 4 5 11
1 2 3 4 5 12
1 means very adequate ( given the inevitable limitation of space)
2 means adequate but could be better
3 means not certain about adequacy
4 means inadequate
5 means most inadequate
Item V s Hope
9. Hope is the anticipation of the 
reward of eternal happiness 
through the merits of Jesus 
Christ.
10.Hope is the confidence
that accepts the Resurrection 
of Jesus as a pledge that 
God is faithful to, and has a 
purpose for, man and his world.
Item VI : Our Lady
11.Our Lady is best seen by Christians 
as the model of purity and 
obedience.
12.Our Lady must be seen in the context 
of Christ and His Church, as the 
model of complete devotedness to the 
will of God.
Item VII : 11 c. Redemption
13.Redemption is that continuing 
process whereby God, having become 
man, shows Himself faithful to man 
whom He has created, faithful even 
though man has sinned.
14.Redemption is that act of God made 
man, whereby we are bought back 
from the power of Lhe devil.
Response Answer
Column
I.B.M.
Column
1 2 3 4 5 13
1 2 3 4 5 14
1 2 3 4 5 15
1 2 3 4 5 16
1 2 3 4 5 17
1 2 3 4 5
_________
18
1 means very adequate ( given the inevitable limitation of space)
2 means adequate but could be better '* M
3 means not certain about adequacy
4 means inadequate
5 means most Inadequate
Item VIII ; Sin
15.Sin is any wilful thought, word, 
deed or omission against the law 
of God.
16.Sin is more an attitude of mind 
than a particular act; it is 
basically a turning away from 
God who loves us.
Item IX : Baptism
17.By Baptism we are incorporated 
into Christ and made members of 
the Christian community.
18.Baptism is the sacrament which 
takes away original sin, makes us 
Christians, children of God and 
heirs to the kingdom of heaven.
Item X : Confirmation
19.Confirmation is the sacrament 
whcih makes us strong and perfect 
Christians and soldiers of Jesus 
Christ.
20.Confirmation is best seen as the 
sacrament whereby we reaffirm the 
obligation assumed in our name in 
Baptism.
Response Answer
Column
I.B.M.
Column
1 2 3 4 5 19
1 2 3 4 5 20
1 2 3 4 5 21
1 2 3 4 5 22
1 2 3 4 5 23
1 2 3 4 5 24
1 means very adequate ( given the inevitable limitation of space)
2 means adequate but could be better :
3 means not certain about adequacy
4 means inadequate
5 means most inadequate
Item XI : The Bible
21. The bible is best seen as the 
record of God's dealing with his 
people, of their reflection
in faith, until the fullness of 
His Revelation is given to us 
in His Son.
22. The bible is best seen as the 
word of God, written by the 
inspired authors, containing the 
deposit of faith.
Item XII : Mission of the Church
23. The mission of all the members 
of the Catholic Church is to 
spread the gospel to all men.
24. All Christians by membership in
the human race, and by membership in 
Christ, have the mission of 
bringing the effects of redemption 
to the whole universe of men and 
things.
Item XIII : Authority
25. Authority exists in the Church and 
world at large as the expression 
of God's will, for the proper 
ordering of society.
26. All men are guided by the Spirit of 
God to live harmoniously in 
community; the efforts of each
are interpreted and co ordinated 
for the welfare of all, by those 
entrusted v/ith this service of 
authority.
1
Response Answer
Column
I.B.M.
Column
1 2 3 4 5 25
1 2 3 4 5 26
1 2 3 4 5 27
1 2 3 4 5 28
1 2 3 4 5 29
1 2 3 4 5 30
1 means very adequate ( given the inevitable limitation of space)
2 adequate but could be better *' " "
3 means not certain about adequacy 
A means imnadequate
5 means most inadequate
Item XIV i Religious Life
27. Religious take vows of poverty, 
celibacy and obedience in order 
to witness in a particular way, 
to the values that Christ lived.
28. Religious take vows of poverty, 
celibacy and obedience in order 
to be free to devote themselves 
more effectively to the works 
of charity.
Item XV : Heaven
29. Heaven is the place or state of the 
souls of the just after death.
30. Being in heaven we find our 
completion in the life of the 
Trinity.
Item XVI : The Resurrection
31. The Resurrection is important for 
me because it means that Christ is 
alive and with us now.
32. The Resurrection is important for 
me because it proves Christ’s 
divinity.
Response Answer
Column
I.B.M.
Column
1 2 3 A 5 31
1 2 3 4 5 32
1 2 3 A 5 33
1 2 3 A 5 3A
1 2 3 A 5 35
1 2 3 A 5 36
-------------------- 1
PART II : MORAL & FELIGIOUS ATTITUDES 
In this section please note the change in meaning of responses 1 - 5
1 means certainly true, definitely agree YES
2 means probably trues inclined to agree
3 means uncertain, don? t know
4 means probably untrue, inclined to disagree
5 means certainly untrue, definitely disagree, NO
Please circle the appropriate number and transfer this number to the 
answer column.
N.B. YOU ARE ASKED TO READ THE ITEMS CAREFULLY ESPECIALLY AS SOME OF THE 
ITEMS ARE NEGATIVE.
1. A respect for truth is a fundamental 
element in the stability of any society.
2. Christ is a very real person for me 
in my daily life .
3. My parents expect me to go to Mass 
on Sundays<
4. I don't feel morally obliged to stop 
after an accident. ( Suppose in this 
case that you were not involved in 
the accident, that you are a nurse, 
that there are few people in the 
vicinity).
5. I would object strongly if coloured 
people came to live next door to me.
6. Abortion is all right if the pregancy 
is the result of rape
7. I think people are morally obliged to 
be accurate on their income tax returns.
8. I think Catholics should go to Mass
at least on Sundays (unless prevented 
by some serious reason).
Score Answer
Column
I.B.M.
Column
1 2 3 4 5 37
1 2 3 4 5 38
1 2 3 4 5 39
1 2 3 4 5 40
1 2 3 4 5 41
1 2 3 4 5 42
1 2 3 4 5 43
1 2 3 4 5 44
1. means certainly true, definitely agree, YES
2. means probably ture, inclined to agree
3. means uncertain, don't know
4. means probably untrue, inclined to disagree
5. means certainly untrue, definitely disagree, NO
9. The great world problems (poverty, war) 
don’t concern me particularly.
10. I feel concerned that many people tell 
untruths lightly ( i.e. without serious 
reason).
11. To drive a car when unsteady after 
drinking, is not only foolish but 
morally wrong.
12. Trying out drugs (e.g. Marihuana, 
Purple. Hearts) is all right so 
long as you don't go too far.
13. I like to take an active part in 
the liturgy of the Mass.
14. I think Catholics should go to the 
Sacraments regularly.
15. I think it is all right to steal
small things (e.g. clothing) from a 
large department store.
16. I definitely would not go to Mass
on Sundays if I were really free to 
stay away ('free' here means free 
from parental or social pressure).
Score Answer
Column
I.B.M.
Column
1 2 3 4 5 45
1 2 3 4 5 46
1 2 3 4 5 47
1 2 3 4 5 48
1 2 3 4 5 49
1 2. 3 4 5 50
1 2 3 4 5 51
1 2 3 4 5 52
1. means certainly true, definitely agree, YES
2. means probably true., inclined to agree
3. means uncertain, don’t know.
4. means probably untrue, inclined to disagree.
5. means certainly untrue, definitely disagree, NO
17. I think it is morally wrong to take 
considerable time off from work 
without permission ( even though 
your employer would not personally 
lose by your absence).
18. In an examination, it is all right 
to help another student who's been 
absent because of illness.
19. I think it should be permissible for 
an engaged couple to have sexual 
intercourse.
20. I would be unhappy if a child of mine 
became a priest or a nun.
21. A respect for the property of others is 
fundamental to the good order of any 
society.
22. As far as I can, I intend to base my 
life on the examples and teachings of 
Christ.
23. At least one of my parents goes regularly 
to Mass on Sundays.
Score
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
Answer
Column
I.B.M.
Columr
53
54
55
56
57
58
59
PLEASE CHECK THAT YOU HAVE FILLED IN ALL ANSWER COLUMNS BEFORE CONTINUING.
PART III s RELIGIOUS PRACTICE
Please circle the appropriate number and transfer this number to the answer 
column.
N.B. Boarders please answer for the holidays
24
25
26,
27,
28.
Answer I.B.M.
Column Column
I normally attend Mass 1. Dailyj Several times a week
(excluding School Masses) 2. At least on Sundays
3. About 2 or 3 times a month
N.B. Non-Catholics may 4. About once a month
substitute Church 5. About 4 or 5 times a year
service for Mass 6. Very rarely or never 60
I normally receive Holy 1. Daily, several times a week
Communion (excluding 2. At least on Sundays
School Masses) 3. About 2 or 3 times a month
4. About once a month
N.B. Non-Catholics may 5. About 4 or 5 times a year
use category 7. 6. Very rarely or never
7. Not applicable 61
I normally to to 1. Weekly
Confession 2. About once or twice a month
3. About once in 2 months
N.B. Non-Catholics may 4. About once in 3 months
use category 7. 5. About once or twice a year
6. Practically never or never
7. Not applicable 62
I normally perform some 1. Weekly
apostolic action. 2. About once or twice a month
3. About once in 2 months
4. About once in 3 months
5. About once or twice a year
6. Practically never or never
7. Not applicable 63
I normally pray (apart 1. At least once or twice daily
from school prayers and 2. Several times a week !
Sunday Mass) 3. Every week approximately
4. Every month approximately
N.B. Please include 5. Occasionally during the year
response: 'often 6. Practically never or never
but not regularly’
under 2. 64
N.B. PLEASE CHECK THAT YOU HAVE FILLED IN ALL ANSWER COLUMNS BEFORE CONTINUING
PART IV : LEISURE TIME ACTIVITIES
In this section, 1 means very enjoyable
2 means enjoyable
3 means not particularly enjoyable
4 means not enjoyable at all
5 means never tried it
Please circle the appropriate number and transfer to the answer column 
What do you think of the following activities?
1. Playing or listening to serious music
2. Going to the theatre (plays* concerts, 
ballet) or art galleries
3. Discussing politics or religion
4. Going out with your family
5. Playing sport
6. Singing in a choir or folk group
7. Reading poetry
8. Going to parties or dances
9. Pursuing a craft or hobby
10. Reading magazines like Women’s Weekly, 
Woman's Day
11. Watching T.V. programmes like (Impact, 
This Day Tonight, Civilization)
12. Playing or listening to pop music
13. Watching T.V. crime thrillers like 
Homicide, F.B.I., Z Cars
Score Answer
Column
IBM
Column
1 2 3 4 5 65
1 2 3 4 5 66
1 2 3 4 5 67
1 2 3 4 5 68
1 2 3 4 5 69
1 2 3 4 5 70
1 2 3 4 5 71
1 2 3 4 5 72
1 2 3 4 5 73
1 2 3 4 5 74
1 2 3 4 5 75
1 2 3 4 5 76
1 2 3 4 5 77
1 means very enjoyable
2 means enjoyable
3 means not particularly enjoyable
4 means not enjoyable at all
5 means never tried it
14o Seeing pictures like 'The Graduate', 
'Midnight Cowboy'
15. Reading romance and detective 
stories for relaxation
Score
1 2 3 4 5
1 2 3 4 5
Answer
Column
IBM
Column
78
79
4
Deck 80
THE AUSTRALIAN NATIONAL UNIVERSITY
RESEARCH SCHOOL OF SOCIAL SCIMCES 
EDUCATION RESEARCH UNIT
STAFF CLIMATE QUESTIONNAIRE; APRIL, 1970»
This questionnaire is part of a study of Catholic Schools being undertake 
by the Educational Research Unit at the Australian National University. 
The questionnaire is confidential, and answers will be coded in 
statistical form only. Responses should be made in relation to your 
school and not to schools or teachers in general. If you find any items 
odd or meaningless, I would be grateful for your comments. Thank you for 
your co-operation in this project.
PART II: SCHOOL CLIMATE QUESTIONAIRE Col.l 2 3 4 5
This is a new version of the O.C.D.Q.» which was given towards 
the end of 1969. That questionnaire proved inappropriate in many ways, and 
from the comments and suggestions of those taking part in the original
O.C.D.Q., this new instrument has been prepared.
DIRECTIONS:
Below are five ways of responding to these statements. Please 
choose response that best fits your current thinking and mark its number in 
the column next to the item number.
1. means: certainly true; definitely agree
2. means: probably true; inclined to agree
3. means: uncertain; don't know.
4. means: probably false; inclined to disagree.
5. means: certainly false; definitely disagree.
Example: Australia is in the Southern Hemisphere
1. This school has a high academic standing in
the local community.
2. Discipline presents no real problem
in this school.
3. The relations between parents
and staff are very friendly.
4. The principal is a good leader
in the school community
Answer
Column
I.B.M.
Column
1
6
i1>
7
Ij
8
9
- 2 -
1 means: certainly true; definitely agree.
2. means: probably true; inclined to agree.
3. means: uncertain; don’t know
4. means: probably false; inclined to disagree.
5. means: certainly false; definitely disagree.
5. In moral training for 6th Formers the 
school tends to put too much 
emphasis on external conformity
to rules and regulations and not 
enough on developing free choices and 
personal decision-making.
6. Parents have a genuine share in 
policy making in this school, in all 
the areas proper to them
7. The principal inspires confidence
by her (his) energy and efficiency.
8. 6th Form pupils here do not always
treat the staff with respect.
9. Teachers at this school have a really
professional attitude towards 
teaching as a career.
10. The religious teachers in this
school give the impression that they 
are overworked.
11. The teachers in this school are both well
qualified for their subjects and have 
the necessary teaching skills.
-3-
1. means
2. means
3. means
4. means
5. means
12
13.
14,
15
16
17,
18,
19
certainly true; definitely agree, 
probably true; inclined to agree, 
uncertain; don’t know, 
probably false; inclined to disagree 
certainly false; definitely disagree.
The principal is ready to listen to 
constructive criticism of the school, 
and to weigh that criticism carefully
Teachers in this school show much 
school spirit (are concerned about the 
pupils' welfare, try to build up 
harmonious relationships in staff, 
interested in school functions.)
The principal is always on the lookout 
for new ways of involving parents in 
the school.
For the most part the parents of the 
senior pupils accept the religious 
goals of the school.
The principal gives the impression of 
fatigue and overwork.
Religious teachers in a Catholic school 
ought to be prepared to work harder 
(longer hours, more classes) than teachers 
in a State school.
Whether we like it or not this school 
definitely geared to external 
examination success.
The teachers really do not know their 
Sixth Form pupils as individuals.
is
1
Answer 
1 Column
t
I.B.M.
Column
t
j
1
t
17
I
i ij
18
i
I
.......... - jI
|
19
1
. I1
20 |
I
21
22
i
23
24
I1i
1. means; certainly true, definitely agree.
2* means: probably true; inclined to agree.
3. means: uncertain; don't know
4. means: probably false; inclined to disagree.
5. means: certainly false, definitely disagree.
The principal gives the impression that 
she (he) really understands people’s 
problems (e.g. of parents, staff, pupils
-4-
20.
21 .
2 2 ,
23,
24,
25
26.
27.
The religious goals of the school are well 
understood and sympathetically received 
by the lay staff in this school.
The principal is inclined to be 
conservative (not to welcome 
new ideas, new methods).
Teachers pay lip service to the value 
of art, music and cultural education 
generally, but do not communicate 
these values to their pupils in any 
real way.
Religious (i.e. nuns, brothers, priests) 
teachers give the impression that they are 
not really interested in secular 
education for its own sake for their 
pupils.
In this school there is a well-defined 
policy re school goals and the means of 
implementing these goals.
Teachers enjoy being together
There are some special problems for 
lay teachers in Catholic schools and the 
religious are not always aware of these 
problems.
1. means: certainly true; definitely agree.
2. means: probably true, inclined to agree.
3. means: uncertain; don't know.
4. means: probably false; inclined to disagree.
5. means: certainly false, definitely disagree.
-5-
28. Teachers generally have too many
teaching periods to allow them adequate 
time for correction and preparation.
29. The principal prepares staff meetings well
beforehand and runs them efficiently.
30. Teachers tend to form close friendships
with other staff members of this school
31. The teachers here are quite confident
about their academic qualifications in 
their secular teaching subjects.
32. The changes in the Church (Liturgy,
emphases in Theology etc.) have left many 
Sisters (Brothers) uncertain and 
rather fearful of change.
33. There are some teachers here who
really do not want to teach, but 
have been forced to reach because 
of circumstances beyond their control.
34. The teachers here are quite confident
about their capacity to teach Christian 
Doctrine.
35. The teachers have a reasonable
share in the decision-making of the 
shcool (e.g. on what is to be taught, 
on methods of teaching.)
-6-
1.means: certainly true; definitely agree.
2.means: probably true; inclined to agree.
3.means: uncertain; don’t know.
4.means: probably false; inclined to disagree.
5.means: certainly false; definitely disagree.
36.
37.
38.
39,
40,
41,
42
Sixth formers here are probably 
less appreciative of their 
Christian Doctrine classes than of 
their other classes.
Teachers now experience great 
difficulty in teaching Christian 
Doctrine (now means that the difficulty 
is greater than in the past.)
The principal organizes the school 
efficiently.
Lay teachers give the impression that 
they are not really committed to the 
goals of the school, but regard teaching 
just as a "job” valuable for the money.
Teachers are encouraged to speak 
up at staff meetings.
The principal is ready to listen to 
suggestions from any staff member.
The Lay Teachers at this school 
have a real opportunity to share 
in decision and policy-making.
I
Answer
Column
I.B.M.
Column
1 I
41
i
42
|
43
j
i
i
44
1
j
45
46
47
means
means
means
means
means
: certainly true; definitely true.
: probably true; inclined to agree.
: uncertain; don’t know.
: probably false; inclined to disagree
: certainly false; definitely disagree.
Teachers talk about their personal 
life to other Staff members.
Paper-work is burdensome in this 
school (reports, rolls etc.)
The principal is well prepared when 
she (he) speaks at school functions
There is a minority group in this 
school which tends to be apart, and 
to oppose the majority.
The demands of the teaching life are 
so heavy that often teachers have 
not the time for necessary recreation, 
cultural pursuits and hobbies.
For the most part the senior pupils 
in this school understand and accept 
the religious goals of the school
Teachers talk of transferring 
from this school(to get better 
conditions elsewhere.)
Answer
Column
The principal is in touch with all 
the departments of the school (keeps 
them informed of changes etc).
-8-
1. means: certainly true; definitely true.
2. means: probably true; inclined to agree.
3. means: uncertain; don’t know.
4. means: probably false; inclined to disagree
5. means: certainly false; definitely disagree
51. Teachers at this school give the 
impression that they want to keep 
to themselves and not be part of 
the school community.
52. Teachers spend a fair amount of their 
free time with other staff members 
('free1 for Religious me^ns outside 
formal recreation periods).
53. The Sisters (brothers) have to spend too 
much time policing the playground and 
class rooms (i.e. to ensure cleanliness 
and collection of garbage) and this 
interferes with their apostolic and 
counselling roles.
54. Teachers carry out their work with 
energy and pleasure.
55. Sixth form pupils in this school do not
get enough real freedom.
56. There is considerable laughter when
teachers gather together informally.
57. The principal is prepared to share her
(his) authority with others (Vice- 
principal, form mistresses/masters etc.)
58. Adequate counselling help is available to
the girls (boys) in this school.
-9-
1. means: certainly true; definitely true.
2. means: probably true; inclined to agree.
3. means: uncertain; don't know.
4. means: probably false; inclined to disagree.
5. means: certainly false; definitely disagree.
59. Supplementary books are available
for classroom use, either through the 
library, book-room or by special 
arrangement.
60. There is consistent policy re discipline
in this school.
61. The principal gives an example of hard
work herself (himself).
62. Teachers have to attend too many
meetings out of school time.
63. There are very friendly relationships
between the lay staff and the nuns 
(brothers) in this school.
64. Adequate teaching aids (tape recorder,
projector etc) are readily available to 
teachers.
65. The morale of the teachers is high.
66. The 3taff members in this school
are sympathetically aware of the 
many difficulties of the principal's 
position.
-10-
1. means
2. means
3. means
4. means 
5 . means
67.
68.
69.
70,
71
72,
73,
certainly true; definitely true, 
probably truer inclined to agree, 
uncertain; don't know, 
probably false; inclined to disagree 
certainly false' definitely disagree,
The teachers in this school are very 
co-operative with the principal.
The principal seems to be genuinely 
concerned for the welfare of the staff
If I had the choice I certainly would 
not be a school teacher.
I feel rather depressed about the whole 
situation in Catholic secondary schools 
(staff shortages etc.)
I think this Catholic school is making 
a very worthwhile contribution to 
Australian Life today.
****************** 
Please put a circul round the appropriate 
number and transfer this number to the 
answer column.
Status: 1. Religious (Sister)
2. Religious (Brother-, Priest).
3. Lay person (Married)
4. Lay person (Single)
Religion: 1. Catholic
2. Protestant
3. Jewish
4. other Religion
5. No religion
74. Comments:
THE AUSTRALIAN- NATIONAL UNIVERSITY 
RESEARCH SCHOOL OF SOCIAL SCIENCES
EDUCATION RESEARCH UNIT
STAFF CATHOLIC SCHOOL GOALS QUESTIONNAIRE: AUGUST, 1970•
This is part of a study of Catholic Secondary Schools being undertaken 
by the Educational Research Unit at the Australian National University,
The questionnaire is confidential and results will be given in statistical 
form only. This Goals Questionnaire has already been answered by about 
800 sixth-form students, and I now need the perceptions of the Religious 
Sisters teaching in the schools, and of the priests attached to Catholic 
Education Offices. I wculd welcome any comments and suggestions.
Staff Catholic School Goals Questionnaire.
If there is a number given, please circle the appropriate number and transfer to 
the Answer Column.
Answer i m
Column Column
1. Name of Congregation .......................................... 1, 2
2. Location of Province Head House . . .  ......................... 3
3. Individual Code Number. Please leave blank 4, 5
4.
6
5. Number of years in Religious or Priestly Life:
1. Less than 5 years
2. Between 5-10 years
3. Between 10-15 years
4. Between 15-20 years
5. Between 20-25 years
6. Between 25-30 years
7. Between 30-35 years
8. Between 35-40 years
9. More than 40 years 7
6. Present Position
1. Provincial/Province Councillor
2. Principal of Secondary School
3. Teacher in Secondary School
4. Teachers’ College Staff
5. Director of Catholic Education
6. Inspector of Catholic Schools
7. Assistant in Catholic Education Office
8. Bishop
9- Other 8
7. Number of pupils (approx.) in Secondary School 9
8. Number of Religious Sisters/Brothers on Staff 10
The following statements are often made about Catholic Schools. You are asked to 
indicate the importance that you think ought to be assigned to each item in a Catholic; 
Secondary School. You will notice that some of the items are general educational aims 
(e.g. 3); others are specific to Catholic schools (e.g. 24); others again are 
procedures or conditions (e.g. 2, 5) rather than strict educational aims, This 
mixture of aims and procedures is deliberate. Please circle the appropriate number 
and transfer this to the answer column.
Staff Catholic School Goals Questionnaire.
Catholic schools ought to;
1. prepare their students for
University study (by developing 
good study habits etc,)
2« reverence each pupils individually 
irrespective of ability or 
appearance
3« develop personal qualities of 
initiative and independence in 
the pupils
4, prepare their students to pass 
the Higher School Certificate 
or its equivalent as well as 
possible
5* provide an atmosphere of
Christian community where people 
are genuinely concerned for one 
another
6. encourage a love of literature, 
music and art
7. make students aware of pressing 
social problems (e.g. Poverty,
Drug Addiction)
8. give adequate sex instruction
9. create friendly relations with 
other church schools and groups 
(* other*'here means other than 
Catholic, e.g, Protestant Schools)
10.provide students with 
opportunities to discuss 
controversial topics (e.g. sex, 
politics)
11.give parents a genuine share in 
policy maki'ig of the school.''
Most
Imp.
Very
Imp.
Some
Imp.
Little
Imp.
Of no 
Imp.
Answer
column
i m  i
column !t
1 2 3 4 5 11 1
1 2 3 4 p 12
1 2 3 4 5 13
1 2 3 4 5 14
I
1 2 3 4 5
iIi
I* c1 s 1
1 2 3 4 5 1(5 |
1 2 3 4 5
!
17 |
1 2 3 4 5
!
18
1 2 3 4 5 19
11 2 3 4 5 20
1
I
2 3 4 5 21
. . -
* This item is not included on the Student Goals Questionnaire.
3Catholic schools ought to:
12. provide counselling help for 
students in their personal 
problems
13. put great emphasis on internal 
self-discipline rather than on 
external conformity to rules
14* teach Christian Doctrine at a 
level comparable to that in 
secular subjects
15» make pupils aware of the great
Religions other than Christianity, 
e.g. Islam, Buddhism
16. encourage a love of learning for 
its own sake
1 7. develop in pupils habits of 
independent and critical thought
18. provide opportunities to 
participate intelligently in the 
liturgy
19» take part in local civic affairs
20. integrate Christian Doctrine 
v/ith other subjects (where 
possible)
21. give pupils an opportunity for 
some creative work
22. make sure that pupils have 
experience in the main areas of' 
human knowledge (Arts, Sciences, 
Humanities)
23. give every pupil a chance of 
success in some area of school 
life (academic, social, sporting, 
service)
24. give an example of the dedicated 
Christian life through its 
religious teachers
2 5. have a good sports programme so 
that f>cme sport is available to 
every girl (boy)
Most
Iir.p.
Very
Imp.
r— —
Some
Imp.
Little
Imp.
Of no 
Imp.
Answer
column
i m
colun^ i
1 2 3 4 5
i
22
1 2 3 4 5 23
1 2 3 4 5 24
1 2 3 4 5 25
1 2 3 4 5 26
1 2 3 4 5 27
• 1 2 3 4 5 28
1 2 3 4 5 29
1 2 3 4 5 30
1 2 3 4 5 31
1 2 3 4 5 32
1 2 3 4 5 33
1 2 3 4 5 34
1 2 3 4 5 35
SIXTH FORM INFORMATION SHEET : APRIL 1970.
School Code Number:
Surname - Initials
Suburb
or
Town
Entered
Present
School
Previous
Secondary
Schools
-----------[
Primary
School(s)
After School Plans
Uni. T.C.C.A.E. Nursing
Sec. or
Tech.
Course
Other
SCHOOL INVENTORY SCHOOL CODE NUMBER
PUPILS
1. No. in Form 6,1970: ; 1969 ; 1968
2 ; No. in Form 5,1970: ;
3. No. in Form 4,1970:
4. Mo. in Form 3,1970: ;
5. No. in Form 2,1970:
6. No. in Form 1,1970: ;
7. (a) No who enrolled in Form 1,1965 . .......
(b) No of these still enrolled in Form 6,1970
8. 1965: No. who left Form 1:____ ; joined Form 1 (after Term 1)
1966: No. who left Form 2:____  joined Form 2 ........
1967: No. who left Form 3:____  joined Form 3 ........
1968: No. who left Form 4:____  joined Form 4 ........
1969: No. who left Form 5:_____ joined Form 5 ........
1970: No. who left Form 6:____  joined Form 6 ........
9. No. from 1969 Form 6 who gained Commonwealth Scholarships:
T.C. Scholarships:_____; Adv. Ed. Scholarships:_____;
Other Scholarships:_____;
10. No. from 1969 Form 6 who (a) attend University ____ ;
(b) attend T. Coll. _____;
(c) attend other
Tertiary
Institutes ____ ;
(d) do Secretarial
Course _____;
(e) work in Public
Service ____ ;
(f) took up Nursing ____ ;
(g) work in a Bank _____;
STAFF
11. No. of full-time Religious:_____; part-time Religious: _____
12. No. of full-time lay staff: _____; part-time staff: ______
13. TOTAL STAFF: ____  (after reducing part-time staff to full-time
equivalents: 30 periods = full-time.)
14. Pupil-Teacher ratio: ____  (Librarian, Chaplain, NOT counted
as teachers)
15. No. of present staff at school:
more than ten years
more than five years and less than ten
more than three years and less than five
more than two years and less than three
more than one year and less than two
less than one year
16. No. with higher degree (or part thereof) with teacher training __
17. No. with higher aegree ( or part thereof) with teacher training __
18. No. with first degree with teacher training ( or part.): _
19. No. now studying for degree -^ ith some teacher training __
20. No. now studying for degree with some teacher training __
21. No. now studying for degree without teacher training
22. No. with three year Teachers1 College training: __
23. No. with two years Teachers' College training __
24. No. with one year Teachers' College training
25. No. with no training at Teachers' College: __
N.B. The TOTAL for items 16 to 25 should equal the sum of items 11,12 above
26. No. of Non-Catholics on staff ---
27. No. of librarians_____. Mo. with professional qualifications _____
28. Total hours worked by librarians ( per week) ___
29. Total hours per week by School chaplain
TEACHER INVENTORY
1........ - 1 . ... .-
Name
(Please indicate if 
I married.)
!
Position 
on Staff
Years
Experience 
in Teaching
Academic and Teacher 
Training Qualifications
Years
at
Present
School
Classes and 
Subjects 
taught (+ 
Nos. in 
class.)
Periods
per
week
Remarks
(Please
include
Religion)
I
FOURTH FORM LEAVERS' INVELITORY 
(To be filled in Ly Fourth Form Principals)
Effective enrolment
Number v/ho terminated schooling
Humber who went on to Catholic 
Regional School(s) ...
Number who went to Catholic 
Private or Boarding Schools
Please name schools
Number who went to State Schools 
Please name schools
Fourth Form 1969 Fourth Form 1970
In your opinion what were the main factors influencing 
choice of a State School rather than a Catholic school9 
(e.g. Finance, location, transport, curriculum)
80
Table 3.12
Item B: 
Item C:
list of Items on Religious Home Background 
Item A: Fatherfs Religion (8 categories)*
Mother's Religion (8 categories)
At least one of my parents goes regularly to 
Mass on Sundays (5 categories: Certainly True, 
Probably True, Uncertain, Probably Untrue,
Certainly Untrue)
My parents expect me to go to Mass on Sundays 
(5 categories: Certainly True, Probably True, 
Uncertain, Probably Untrue, Certainly Untrue) 
Parental Influence on Student's : Religious 
Development (5 categories: Most Important, Important, 
Some Importance, little Importance, No Importance)
Item D:
Item E:
My purpose in this analysis is two-fold. In the first place, I am 
concerned v/ith discovering what aspects of the religious life of the home 
are significant in the religious performance of the students; in the 
second place, I am concerned with establishing some basis for measuring 
the possible independent contribution of the school to the religious 
outcomes of the student. To take the first point. Does it matter for 
instance whether the mother or_ the father is Catholic? Is parental 
practice plus parental expectation of the student (to practise) important? 
Does it matter whether both parents are Catholic and expecting the daughter 
to practise? Finally, does positive parental influence on the studentfe 
religious development (as perceived by the student) add any significant 
information about the religious life of the home? An examination of the 
five items on parental religion in conjunction with the student56 religious 
outcomes, enables me to select the High and Low Religious Homes** of the 
students in the sample; this provides a basis for measuring the possible
The 8 categories are 1. Catholic, 2. Non-Practising Catholic, 3. 
Anglican, 4. Non-Practising Anglican, 5. Other Protestant, 6. 
Non-practising Other Protestant, 7. Other, 8. None. As the last 
six categories are small, they have been combined into one category: 
Non-Catholic. Items A, B and E occur on the Student Goals 
Questionnaire, being Items 7a, 7b, and 44 respectively. Items C 
and D occur on the Religious Outcomes Inventory, being Items 11.23 
and 11.3 respectively. (The Religious Outcomes Inventory is 
divided into 3 main parts, and the number 1 1 .2 3 indicates that it is 
Item 23 in Part Ii).
** I do not mean these phrases 'High Religious* or ’Low Religious1 
Homes to have emotive or sectarian overtones. I use them simply 
as a way of describing certain types of religious background in 
the rather limited context of parents who have daughters in 
Catholic sixth-form schools.
